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ABSTRACT 
TOWARD SCHOOL AND UNIVERSITY COLLABORATION TO 
IMPROVE TEACHER PREPARATION 
FEBRUARY 1988 
ELIZABETH FRANCES TEAHAN HUKOWICZ 
B.A. , UNIVERSITY OF MASSACHUSETTS, AMHERST 
M.Ed., AMERICAN INTERNATIONAL COLLEGE, SPRINGFIELD 
Ed.D., UNIVERSITY OF MASSACHUSETTS, AMHERST 
Directed by: Professor Robert L. Sinclair 
This descriptive study investigated the behavior of cooperating 
teachers perceived to be effective during the elementary practicum 
and the differentiated ways in which selected colleges and universities 
worked with them. The study proposed a partnership that links a teacher 
preparation program in a college/university with cooperating teachers 
in elementary schools. 
The sample included: 1) fifteen elementary cooperating teachers 
affiliated with three colleges/universities in western Massachusetts 
during Fall, 1985 and identified as effective by their principals at 
randomly chosen urban, rural or suburban sites; 2) fifteen student 
teachers placed by these colleges/universities with the fifteen 
identified effective cooperating teachers for their practicum ex¬ 
perience in the Fall of 1985; 3) fifteen randomly chosen May, 1985 
graduates who completed the elementary student teaching experience at 
one of the three institutions; 4) self-study/institutional reports 
vm 
prepared by fourteen elementary teacher preparation programs in western 
Massachusetts, submitted to the Bureau of Teacher Preparation in 
Massachusetts for approval; and 5) the institutional representatives of 
elementary teacher preparation programs at fourteen selected colleges/ 
universities. 
Data were obtained from cooperating teachers, student teachers 
and three institutional representatives of selected elementary prepa¬ 
ration programs by personal, in-depth interviews; graduates, by in-depth 
telephone interviews; self-study/institutional reports, by content 
analysis; and additional contact persons for elementary preparation 
programs by survey forms. 
The most frequently reported categories of effective behaviors, 
in general, included support and encouragement, and modeling. In the 
area of subject matter the most frequent were assistance with planning 
and induction of the student teacher. In the communication, management, 
evaluation and human dignity areas the most frequent category was 
modeling of practices deemed worthy of imitation while in curriculum, 
assistance with planning was most often reported. 
The most frequent university-school practices were three-way 
conferences, college supervisors and student teaching handbooks. 
Thirty-two additional practices were also reported and described. 
Several action proposals were advanced for cooperating teachers, 
principals, teacher preparation programs and state departments and 
boards of education to improve the quality of the student teaching 
experience. Finally, three recommendations for further research were 
made • 
ix 
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CHAPTER I 
INTRODUCTION 
Statement of Problem 
Some authorities in education as well as several members of the 
general public voice mounting criticism that there is a great deal that 
is wrong with education today. It is claimed that the following are 
true: student achievement in the K-12 classroom is lagging; one- 
quarter of all U.S. students do not graduate from high school; and, of 
those that do graduate, many lack essential skills.1 These are signs 
that portend the challenges public schools must confront in their quest 
for improvement. 
The public view seems to suggest that teaching has become the most 
2 
scorned quasi-profession in America. According to some authorities 
the profession is suffering from an "acute case of brain drain." In 
California 43% of the state's schoolteachers seeking permanent cre¬ 
dentials and 35% of prospective teachers failed the state's competency 
3 
tests in reading, writing and arithmetic. Teaching has deteriorated 
ir the mind of the public. Many claim that people teach because they 
can't do anything else. 
Teacher education is partially blamed for the woes that beset the 
profession. The quality of the classroom instructor's instruction is 
under severe attack from many quarters. Recently twelve major national 
4 
reports and studies implicated teaching as an imperiled profession. 
A Nation at Risk called for substantial improvement within teacher 
preparation programs.5 The onus for professional survival seems to 
1 
rest in a major way with the provision of more effective experiences 
for prospective teachers who will enter the classroom. One of the dir¬ 
ections for improvement seems to be the reform of teacher education. 
Student teaching emerges as one powerful experience within pre¬ 
service education that demands serious attention. Student teachers 
are immersed in various settings and contexts to demonstrate competence 
for all that they have learned. Careful nurturance of that competence 
signals potential improvement in the calibre of those entering the 
field. 
According to authorities in teacher education such as 
Stratemeyer and Lindsey (1958), Andrews (1964), Conant 
(1965), Zeichner (1978), and Henry and Beasley (1982) 
student teaching is the most important experience in a 
prospective teacher's education program. 
Clad in different forms it exists in nearly all teacher education insti¬ 
tutions. Students often regard it as the peak experience in their 
training. 
The relationship, then, between the student teacher and the cooper¬ 
ating teacher is critical. It is the cooperating teacher who introduces 
the student teacher to the pedagogy of the "real" classroom. He/she 
inducts the student teacher into the ways of the school and teaches 
him/her how to survive. He/she exerts an influence that endures for¬ 
ever. If one accepts the contention that teachers don t teach as they 
were taught to teach but teach as they were taught, it becomes impera¬ 
tive that prospective teachers be engaged with cooperating teachers who 
demonstrate effective teaching behaviors. Effective, as well as in¬ 
effective and interfering behaviors modeled by the cooperating teacher 
2 
shape the prospective teacher's future performance. "Many student 
teachers will revert to the more familiar and more superficially 
successful patterns of teaching as given by their socio-cultural ex¬ 
periences" unless they are presented with effective teaching be¬ 
haviors. Thus, the relationship between the student teacher and the 
cooperating teacher is the main cog in the student teaching experience.8 
Yet, this dyad is tainted with troubles. 
Part of the problem seems to be that colleges and universities are 
unaware of what it takes to be an effective cooperating teacher. Con¬ 
sequently, the process of assigning student teachers to cooperating 
teachers is at best haphazard. Accepted criteria include availability 
and willingness to serve, recommendation by the building principal, 
tenure status, possession of the same certificate the student seeks 
and/or length of service. This latter criterion loses credibility in 
light of the recent finding that the longer a teacher has taught, the 
less likely is a project to achieve its goals or to improve student 
performance. Furthermore, teachers who have taught for many years are 
9 
less likely to change their own practices, 
John Goodlad has criticized the common practice of assigning stu¬ 
dent teachers to classroom teachers in schools casually selected for 
this purpose.10 This pattern perpetuates maintenance of the status 
quo. The success of professional preparation "depends on the degree 
to which programs are able to separate beginners from the primitive 
.. 11 
or outworn techniques of their predecessors . 
3 
Another part of this problem is the limited preparation for this 
work that those experienced teachers, who assume responsibility for 
preparing prospective teachers, receive. In most cases preparation is 
no more than an informational session where well-intentional student 
teaching guidelines are discussed in a general way. Too often, it 
seems as if the only link with the college/university is a student 
teaching handbook and the promise that someone will be "around to 
visit." 
By 1990 this country will likely need 1,651,000 elementary 
12 
teachers. The first wave of baby booralets will be entering the ele¬ 
mentary grades. Since the average length of service for a classroom 
teacher is estimated at 10 years an annual supply of 165,100 newly 
certified persons will be required. If one assumes that each new 
elementary teacher will have had one student teaching placement and 
that each teacher receives only one student per year, 165,100 qualified 
cooperating teachers will be necessary to fill this demand. To insure a 
steady supply, colleges/universities would need to assist 16,510 ele¬ 
mentary cooperating teachers a year to prepare for their roles. 
As a means of contributing to the larger effort to improve in¬ 
struction, this study will focus on the behaviors of cooperating 
teachers perceived to be effective in elementary classrooms and the 
efforts of elementary teacher education programs in colleges/ 
universities to prepare cooperating teachers for their roles. Further¬ 
more, attention to the various ways in which colleges/universities 
4 
currently work with cooperating teachers can suggest better ways to 
improve the quality of the student teaching experience. 
Purpose of the Study 
The purpose of the study is three-fold. First, the behaviors of 
selected cooperating teachers that are perceived to be effective by 
student teachers, cooperating teachers and graduates of teacher prep¬ 
aration programs in preparing prospective elementary teachers will be 
identified. Second, the differentiated ways in which selected ele¬ 
mentary teacher preparation programs work with cooperating teachers 
during the practicum will be described. Third, constructive procedures 
to increase the effectiveness of the practicum experience by linking 
elementary teacher preparation programs in colleges/universities with 
cooperating teachers in elementary schools will be proposed. 
The following research questions guided the study: 
1. What are the behaviors of selected cooperating teachers 
that are perceived to be effective by cooperating teachers, 
student teachers and graduates of teacher preparation programs 
in preparing prospective elementary teachers? 
2. What are the differentiated ways in which selected elementary 
teacher preparation programs work with the cooperating teacher 
during the practicum? 
3. How can elementary teacher preparation programs in colleges/ 
universities link with cooperating teachers in elementary 
schools in a manner that is likely to increase the effective¬ 
ness of the practicum experience? 
5 
Definition of Terras 
The following definitions give direction to this study: 
Effective Behaviors of Cooperating Teachers 
~he effective behaviors of cooperating teachers constitute the 
conduct of experienced elementary teachers as perceived to be effective 
by student teachers, cooperating teachers and graduates of teacher pre¬ 
paration programs in situations related to their roles as cooperating 
teachers as they satisfy their objectives, obligations and functions.15 
Prospective Elementary Teachers 
Prospective elementary teachers are candidates for teacher certi¬ 
fication in elementary education within an approved college or uni¬ 
versity teacher preparation program who are presently completing the 
practictim experience. 
Elementary Teacher Preparation Programs 
Elementary teacher preparation programs are university or college 
programs which prepare students for elementary certification by the 
program approval process and award baccalaureate degrees upon com¬ 
pletion. 
Cooperating Teachers 
Cooperating teachers are experienced elementary teachers deemed 
effective by their principals in affiliated schools who cooperate with 
elementary student teaching programs in colleges/universities by super¬ 
vising prospective elementary teachers in their classrooms on a regular 
basis and providing them with opportunities to plan, teach and evaluate 
6 
Practicum 
The practicum is the full-time student teaching experience during 
which the prospective elementary teacher is placed in the classroom 
under the supervision of an experienced teacher to observe, assist and 
take on full instructional responsibility for the role of elementary 
teacher. 
Significance 
Cooperating teachers in Massachusetts play a significant role in 
the endorsement of candidates for elementary certification. They serve 
as gatekeepers to the profession as they approve/disapprove the teaching 
candidate. With student teaching as the capstone of preservice educa¬ 
tion and the contribution of the cooperating teacher its hallmark, the 
preparation of the cooperating teacher in Massachusetts deserves far 
greater attention than has been previously accorded. Thoughtful and 
sustained attention is as much its due as that of its predecessors in 
the college classroom. Of special importance are those behaviors which 
enable cooperating teachers to be effective in executing their roles. 
Confronted by consistent cries for quality education ard the 
imminent supply problems of the profession it is both timely and 
important to systematically identify those behaviors which enable coop¬ 
erating teachers to be effective. The present study takes an explora¬ 
tory step in that direction. 
The existent data base on who the cooperating teacher is in 
Massachusetts and what he/she does that is effective is scant. The 
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extension of this data base would assist teacher educators in targeting 
effective behaviors crucial to the frequently neglected selection and 
preparation of the cooperating teacher. Awareness of these effective 
behaviors by cooperating teachers would hopefully stimulate personal 
advancement toward their acquisition. The present study is significant 
in that prevalent feelings of confusion and ambiguity would likely be 
diminished. 
The investigation of current practices within elementary teacher 
education programs throughout western Massachusetts will generate a body 
of data on the preparation of cooperating teachers that is not presently 
accessible to those who work with them. Conventional, and/or creative 
approaches that signal promising practices will be described. This 
IjT j 
collected data will serve as a potential blueprint in the development of 
future procedures to prepare cooperating teachers. It will highlight 
procedures for making present practices more effective as well as 
suggest better ways to improve the nature of how teacher preparation 
programs link with the cooperating teacher to maximize the effectiveness 
of the student teaching experience. This study is irportant because it 
will facilitate educational planning to enhance the effectiveness of the 
practicum. 
Moreover, this study could have potential impact upon decision¬ 
makers at the State level. Armed with this information further regula¬ 
tions for the selection and preparation of the cooperating teacher could 
be proposed. 
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Delimitations of the Study 
The study has the following delimitations: 
1* Ic was limited to those students preparing for elementary 
certificates and the cooperating teachers who guided them. 
The elementary certificate was chosen for three reasons: 
first, the greater number of students who pursue it; second, 
the range of grade levels it covers; and third, the increasing 
manpower demand for those who possess it. Although the 
findings may be applicable to other fields and other levels, 
they cannot be generalized beyond the elementary teacher 
preparation programs selected without further research 
employing a larger sample of elementary teacher preparation 
programs, cooperating teachers, student teachers and 
graduates of those programs. 
2. Information was gathered from approved teacher preparation 
programs in elementary education in colleges/universities 
throughout western Massachusetts. Each met a common set of 
institutional and program standards. No effort was made 
to include non-approved programs. Although the findings 
of this study provide valuable guidelines for working with 
cooperating teachers, no cause/effect relationships were 
established. 
3. One of the three institutions selected from which the sample 
was obtained was the researcher s home institution. Although 
the study was designed to obtain data in an objective fashion 
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the possibility of respondent bias cannot be overlooked. 
Likewise, all interview transcriptions were analyzed by the 
researcher alone. Although this provided a certain measure 
of consistency, researcher bias cannot be totally discounted 
as another possible delimitation of the study. 
4. Finally, principals were asked to identify effective 
cooperating teachers. An advantage of this process is that 
principals are key instructional leaders responsible for the 
supervision and evaluation of their staffs. They know well 
the effectiveness of their teachers as teachers of school-aged 
children. However, this does not necessarily imply that they 
are aware of their teachers' abilities as cooperating teachers. 
Review of Literature 
The review of literature is presented in two parts. In the first 
part, selected literature on cooperating teachers and the history of 
teacher education is reviewed to establish a) how the role of the 
cooperating teacher evolved in response to the increased length and 
complexity of the student teaching experience and b) recognize those 
earlier individuals whose efforts contributed to the history of the 
cooperating teacher. The second part of the review focuses on selected 
literature in teacher education to establish a profile of what is known 
about effective behaviors of cooperating teachers in general during the 
student teaching experience. 
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Approach to the Study 
The three research questions which guided the study determined its 
design. These three questions are: 
1. What are the behaviors of selected cooperating teachers 
that are perceived to be effective by cooperating teachers, 
student teachers and graduates of teacher preparation 
programs in preparing prospective elementary teachers? 
2. What are the differentiated ways in which selected elementary 
teacher preparation programs work with the cooperating teacher 
during the practicum? 
3. How can elementary teacher preparation programs in colleges/ 
universities link with cooperating teachers in elementary 
schools in a manner that is likely to increase the effective¬ 
ness of the practicum experience? 
The research design developed to answer these questions required: 
the selection of a sample; the development of appropriate interview 
guides to identify a) effective behaviors of cooperating teachers, b) 
various ways in which colleges/universities worked with cooperating 
teachers during the practicum, and c) potentially constructive pro¬ 
cedures for increasing the effectiveness of the practicum; the develop¬ 
ment of an appropriate form to extract data from the institutional/ 
self-study reports; the development of a survey form to elicit 
additional documentation from the colleges/universities not selected for 
interviews; and finally, the determination of techniques to be used to 
organize and analyze the data. 
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The sample included 1) fifteen cooperating teachers affiliated with 
three selected colleges/universities in western Massachusetts and 
identified as effective by their principals at randomly chosen urban, 
rural and suburban sites; 2) fifteen student teachers, placed by these 
colleges/universities with the fifteen identified effective cooperating 
teachers for their practicum experience; 3) fifteen randomly chosen 
graduates who completed the elementary student teaching experience at 
one of the three institutions; 4) self-study institutional reports 
prepared by fourteen elementary teacher preparation programs in western 
Massachusetts and, 5) the institutional representatives of elementary 
teacher preparation programs at fourteen selected colleges/universities. 
Data were obtained from cooperating teachers, student teachers and 
three institutional representatives of selected elementary preparation 
programs by personal, in-depth interviews; graduates, by in-depth 
telephone interviews; self-study/institutional reports, by content 
analysis; and additional contact persons for elementary preparation 
programs by survey forms. 
To organize and analyze the data, effective behaviors and anecdotes 
were elicited, audiotaped, transcribed and analyzed in two parts: first, 
in general, and then, according to the five state program standards 
which guide the preparation of elementary teachers in Massachusetts. 
Final decisions regarding the effective behaviors were then made by 
three judges who matched the reported effective behaviors against 
supportive evidence from the literature. In similar fashion, <_he mosi. 
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frequent practices and their accompanying descriptions were derived 
from institutional self-study reports, documentation elicited from 
elementary program directors, interviews with cooperating teachers and 
selected contact persons at the fourteen colleges/universities and then 
coded, categorized and listed individually, and in combination. Based 
on the effective behaviors reported by the forty-five respondents and 
their agreement with the literature as determined by the three judges, 
the existing practices identified at the fourteen colleges/universities 
and the suggestions advanced by the fifteen cooperating teachers and the 
contact persons at the fourteen college/universities, a collaborative 
model was developed to link a teacher preparation program in a college/ 
university with cooperating teachers in elementary schools. 
Chapter Outline 
The chapters which follow provide a detailed description of the present 
study. Chapter II contains a review of selected literature on the 
history of the cooperating teacher and establishes a profile of what is 
known about the effective behaviors of cooperating teachers during the 
student teaching experience. Chapter III describes the design of the 
study. Chaptef ~IV reports the analysis of the data and interprets the 
findings as they relate to each of the research questions. Finally, 
Chapter V summarizes the study, discusses the implications of the 
results, and makes recommendations for further research into questions 
raised by the investigation. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
This chapter provides a foundation for the present investigation, 
giving structure to the ideas and behaviors involved. It is divided 
into two parts. The first section examines the emergent role of the 
cooperating teacher during the student teaching experience to establish 
a historical context for how the cooperating teacher became part of the 
teacher preparation program. The second section concentrates on se¬ 
lected literature in teacher education to establish a profile of what is 
known about effective behaviors of cooperating teachers in general 
during the student teaching experience. 
The History of the Cooperating Teacher 
The first section of this chapter reviews selected literature on 
cooperating teachers and the history of teacher education to a) es¬ 
tablish how the role of the cooperating teacher evolved in response to 
the increased length and complexity of the student teaching experience, 
and b) recognize those earlier individuals whose efforts contributed to 
the history of the cooperating teacher. 
It is impossible to discuss the history of the cooperating teacher 
separate from the student teaching experience for both are so closely 
interwoven. The guild and tutor systems of Germany and England predated 
. 16 _ 
student teaching and provided its cornerstone based upon practice. In 
the former, "young persons apprentice themselves to master teachers, 
learning the act of teaching through observation and practice." In the 
14 
latter, to obtain an adequate number of tutors, "the headmaster began 
offering after school training for some of the more promising older 
students." Eventually, a class with a "prescribed curriculum and prac 
tice emerged."^ 
For most of the colonial period student teaching and the training 
of teachers received little attention from the colleges or the 
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schools. However, some guided practice was in evidence for those 
choosing to teach. As early as 1772, the following notice appeared 
which tied in student teaching with apprenticeship: 
This indenture (apprenticeship) witnesseth that John Campbell . . 
hath put himself ... apprentice to George Brownell Schoolmaster 
to learn the Art, Trade or Mystery of teaching . . . And the said 
George Brownell doth hereby covenant and promise to teach or 
instruct . . . the said apprentice in art, trade or calling or a 
schoolmaster by the best measure he or his wife may or can. 9 
Although educators in the United States modeled some of their prac¬ 
tices upon those practices abroad "there was little student teaching 
20 
until the second decade of the 19th century". In the early 1800's, at 
the Reverend Samuel Hall's School, the first private normal school in 
America, one would have seen a student teacher "working with a few 
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children admitted for demonstration and practice." Hall, along with 
Gallaudet and Carter were strong proponents of supervised student 
teaching. The importance of the supervising teacher as a key to the 
teacher education program was emphasized by Mead who stated that super¬ 
vised practice teaching prevents "trial and error" in acquiring teaching 
skills. To support this viewpoint, "even the earliest normal school had 
15 
attached to It a model school in which students practiced under the 
supervision of the principal."23 
The first public normal school was opened in Lexington, 
Massachusetts (now at Framingham, Massachusetts) on July 3, 1839.2^ A 
Model School, a quasi experimental school was opened two months later.25 
Margaret Walker described the journal entries on student teaching by 
Cyrus Peirce the first principal at Lexington as a "diary [that could 
have been] written by a supervisor of student teaching in 1955."2^ In 
a letter of January 1, 1841, from Peirce to Henry Barnard, then 
Secretary to the Massachusetts Board of Education, Peirce explained that 
twice every day he went into the Model School for general observation 
27 
and direction, spending from one half to one hour each day." 
Peirce assumed concurrently the supervisory functions of the pre¬ 
sent day college supervisor and cooperating teacher. At Lexington, 
there were no supervising teachers per se. According to his journal, 
Peirce was the only "teacher at present in the school . . . The model 
28 
school is taught by the pupils of the Normal School." At each visit, 
Peirce would sit, watch and comment "upon what he had seen and heard, 
telling them what he deemed good and what faulty, either in their 
29 
doctrine or their practice, their theory or their manner." Thus, were 
planted the roots of the now common conference. 
Mary Swift wrote in her journal on December 6, 1839 that the Model 
School is only under the general superintendence of the Master. For the 
greater part of the time, it is left to the care of the young ladies, 
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who all have the charge of it, in turn."30 On that same day Peirce 
made the following entry in his diary, that the "Model is now put under 
the care of Miss Swift as superintendent and will be taught by the 
Normalites." At that point Mary Swift accepted responsibilities 
commonly shared by later supervising teachers. 
A similar succession of events was in evidence elsewhere. In 1846, 
the General Assembly of Connecticut voted to accept an improvement plan 
for the schools which included establishment of a Normal School. In his 
report to the General Assembly in May, 1847, the Superintendent wrote: 
The plan of a Normal School or Teachers' Seminary, embraces a 
thorough course of instruction ... To accomplish these things 
thoroughly, there must be all the necessary apparatus for 
illustration and experiment in reference to the studies pursued, 
and a model school where the future teacher may. as it were, serve 
an apprenticeship in the workshop of education.^ 
In an address delivered at the dedication of the Westfield State 
Normal Schoolhouse on September 3, 1846, the Reverent Heman Humphrey, 
D.D. spoke of the need for the Primary School "where, in turn, the 
Normal scholars have opportunity to try their skill in teaching and 
33 
governing, under the general superintendence of the Principal." 
Mangun writes that "the 'Normal teacher himself' [at Westfield] had 
charge of the practice school. The 'assistant teachers' were normal 
34 
school pupils. 
Similar circumstances prevailed at West Newton as outlined in a two 
part contract effective, May 1, 1850. In the first part, the State 
Normal School agreed to "furnish two assistant teachers, each to observe 
one week previous to teaching and to teach two weeks under constant 
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supervision."35 The second parc provlded_ among ^ ^ 
teaching be done by normal school pupils "under the direction of the 
permanent teacher of the grammar department."36 The 1854 Contract with 
Framingham further added that "practice teachers, after observation for 
a 'sufficient time' were to have charge of classes for not less than one 
hour a day, for not less than six successive weeks."3^ 
James J. Barclay, Esq., in an address at the opening ceremony of 
the Normal School for Female Teachers in Philadelphia on January 13, 
1848 spoke of how "the pupil-teachers give instruction under the 
immediate direction of the principals of the schools of practice; whose 
duty it is to teach with them and for them; - to aid them by advice, 
suggestions and examples; in effect, to instruct them as aids — not as 
O O 
substitutes." In a description of the State Normal School at 
Ypsilanti, Michigan established in 1849, reference was made "to payment 
of the salary of the teacher of the Model School."39 
Clearly and unmistakably the principals or associate principals 
oversaw the supervision of the student teachers. The schools of, and 
immediately surrounding New Britain, Connecticut were identified as 
Schools of Practice for the Normal School. Instruction in them was to 
be given by the "pupils of the Normal School, under the constant over¬ 
sight of the Associate Principal and Professors.Specific mention 
was made of the "Reverend T.D.P. Stone, Associate Principal to whom all 
communications, relating to the [practice] schools," could be ad¬ 
dressed.^* 
On June 2, 1853, the Massachusetts Board of Education voted "that 
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teaching under the direct preparation of teachers by actual practice of 
the_ eye and supervision of the principal be regarded as an essential 
part of the process of qualifying teachers for the public schools. 
A rigorous, full-time practice teaching program was developed at 
the Oswego State Normal School (New York) through the tireless efforts 
of Edward Sheldon. As described by Hughes and several before him, 
"each student teacher observed for two weeks, then practiced two weeks, 
going from grade to grade and ending up in charge of a class with no 
regular teacher. They continued this observation/training rotation for 
twenty weeks.Dearborn clarified further that ten weeks were in the 
primary and ten in the junior or senior departments.^^ 
Sheldon was successful in attracting Miss Margaret E.M. Jones to 
head the training school at Oswego. Miss Jones was recognized as the 
"first of a long line of skilled women supervising teachers.Miss 
Jones who had 18 years experience working with the London Pestalozzian 
materials, was hired in 1861, to head the primary teacher-training 
school at Oswego. She left the following year, however, and was re- 
47 
placed by Herman Krusi. 
The role of the critic teacher was outlined by Sheldon: 
The student teacher should be provided with the most competent 
critic obtainable. It is the business of the critic (a) to 
supervise and direct, (b) to give illustrative lessons when 
necessary, (c) to discover the commendable traits of the student- 
teacher and give him also possible encouragement, (d) later, 
and always prefaced by something commendable, to bring to the 
attention of the student teacher his faults, one at a time 
in the order of their importance, and not to allude to a fault 
after the student-teacher becomes conscious of it, and (e) to be 
as unobtrusive as possibl^g(in fact, the constant presence of the 
critic is not desirable). 
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While students at Oswego completed twenty weeks of student teaching 
in order to graduate, students at the twelve other state normal schools 
in the country completed no more than two weeks.49 At Trenton State 
College in New Jersey, in the later 1800's, student teaching included 
ten weeks of experience in the Model School in which "the student 
teachers served as the regular teachers for the pupils, and it was not 
uncommon for a class to be taught entirely by student teachers through¬ 
out the school year."50 At Westchester, there was a model school for 
observation and hearing lessons in which student teachers later taught 
"under supervision with the lessons carefully planned by the critic 
teacher. There was no public criticism of lessons, but weekly confer¬ 
ences were held to discuss the lessons."51 Meanwhile, in New Britain, 
Connecticut, student teachers received more extensive practice. Fowler 
wrote: 
The New Britain School Board provided schools and supervising 
teachers who did most of the actual teaching, and who received the 
maximum salary paid in the district. Normal School seniors spent 
most of their fi{i|l year in the practice schools, and did much 
actual teaching. 
In 1898, at Westfield State Normal, student teachers were placed in 
town schools which the Westfield Visitors explained was "an arrangement 
which may sometimes place them in charge of teachers whose example and 
advice are of doubtful value to the normal student." In short, they 
added, "the normal school had nothing to say about the quantity or 
quality of the training of its students in the town schools, and yet 
must be held responsible by the public for a product which it does not 
. h53 
make. 
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The earlier days of the twentieth century likewise saw an "in¬ 
creased use of the public schools for student teaching."54 in his 
summative remarks of 1906 regarding the Worcester apprenticeship plan, 
the retiring principal of the Worcester State Normal School expressed 
his gratitude to the teachers of the city of Worcester to whom students 
of the Normal School had been assigned . . . from term to term for 
practice as apprentices . . . For thirty years these teachers have 
stood by our side contributing freely and without a thought of any form 
of compensation to the practical schoolroom training which has given to 
this school a valued and almost unique distinction . . . "55 
In contrast, his successor three years later remarked: 
The plan is defective because the apprentice is received in the 
city school by courtesy only. She has no responsibility to the 
authorities of the Worcester schools, nor have the teachers in 
whose classrooms the apprentice is received - perhaps tolerated 
is a better word — any slightest modicum of responsibility for 
the training of the apprentice nor any official relation to the 
supervising authorities of the normal school ... It goes 
without saying that they are not all experts nor are they prepaid 
by their training to serve as constructive and helpful critics. 
Furthermore, during these early years of the twentieth century, 
there was burgeoning evidence of student teaching taking place in labo¬ 
ratory schools associated with Colleges of Education. Supervising 
teachers at these lab schools who were, for the most part, members of 
the college faculty had an in-depth understanding of the [student s] 
training. The supervising teachers were both practitioners and 
individuals responsible for interpreting the theory and research 
findings on teaching.^ Thus, congruence existed between school and 
58 
university over what constituted a model of good teaching. 
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World War I brought Increased expansion to the critic teacher's 
experiences with a concomraitant expansion of those of the student 
teachers. The critic teacher assisted in "Red Cross drives and in other 
community organizations such as scouts and 4-H clubs that worked through 
the schools."^ 
Continuing into the twenties and thirties and until shortly after 
World War II was the presence of campus or laboratory schools and the 
continual involvement of demonstration teachers who "not only taught 
children and supervised student teachers, but usually taught some of the 
college professional courses as well."^ According to Samuel B. Stayer, 
Commonwealth of Pennsylvania, Department of Public Instruction, State 
Teachers College, Millersville, "all members of the laboratory school 
staff [1924-1940] were trained supervisors. They were required to have 
experience in the public schools and have had courses in supervision. 
Every supervisor had a minimum of a Master's Degree.However, the 
catalogue from State Teachers College, Millersville, Pennsylvania at 
that time stated that "student teaching consists of classroom teaching, 
observations, and conferences, with supervisors and the Director of 
Student Teaching for eighteen clock hours per week for eighteen weeks," 
6 2 
a much abbreviated format from those programs in present practice. 
Watters and Halsted further corroborated the more condensed 
versions of student teaching. They wrote: 
The student teaching assignment was usually for an hour a day 
for a period of several weeks ... In such prograg^ the student 
teaching experiences were necessarily rather brief. 
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Edna Heilbronn, formerly Supervisor, Central Michigan College of 
Education, Mt. Pleasant, Michigan described her experiences as a super¬ 
vising teacher over three decades - the twenties, thirties and forties, 
specifically the amount and kind of varied student teaching approaches 
and their correspondence with her responsibilities to them. She noted a 
progression from one hour per day for two semesters in three different 
situations to one half day of teaching for two semesters to the more 
recent five to six weeks of full-time teaching. With that progression 
came a reduction in the number of student teachers assigned to one 
supervising teacher, which in some cases was 23 to one.64 Even at 
Oswego, the "increased numbers curtailed the amount of actual teaching 
time to much less than the full semester of the earlier era."65 L.O. 
Andrews corroborated the former in emphasizing the changes from the 
early twenties to the sixties. He stated that "forty years ago [early 
1920's] student teaching was done in laboratory schools where the 
average load of a [supervising] teacher was six to eight student 
teachers at a time, and 15-25 a year. Today [early 1960"s] in the 
public schools the load is seldom over one or two student teachers a 
With the influx of students to the universities following World War 
II, lab schools were "increasingly less able to provide needed training 
sites."67 Off-campus placements resulted inevitably in the more wide¬ 
spread and familiar "triad supervisory arrangements involving a pre- 
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service student, a university supervisor and a classroom teacher." By 
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the mid 1960's "probably over 90% of student teaching was conducted in 
off-campus, non-laboratory schools."69 The classroom teacher, that is 
the cooperating teacher, was asked to assume responsibility for in¬ 
ducting the beginner, not only into the instructional phase of teaching 
alone as was done a generation ago, but also, into the broader role and 
responsibilities of the classroom teacher.70 The major difference 
between the laboratory school supervisor of student teachers and the 
cooperating school supervisor was in the area of responsibilities. The 
cooperating supervisor in the public school was accountable first to 
"one or more groups of children in her school."71 Her success was 
determined in terms of her teaching ability with public school learners 
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primarily." She worked with student teachers as an additional 
elected responsibility. 
This period also ushered in a much more humanistic outlook as to 
how the student teacher and the cooperating teacher should relate. The 
stiff formality of the past between cooperating teacher and student 
teacher gave way to a much more informal relationship between the two. 
"As a T-esult", according to Watters and Halsted," the student teacher is 
now included in planning sessions, is asked for suggestions, is treated 
as a co-worker in the learning process, and is given responsibility for 
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areas other than isolated subject matter. 
During this time Steeves, then Director of Student Teaching at the 
University of North Dakota surveyed the literature regarding the off- 
campus cooperating teacher. He concluded that "little serious study 
about this increasingly important teacher had been accomplished." He 
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went on to add that the ’’cooperating teacher has been almost completely 
overlooked as a subject for objective research."™ Further, more 
recent research that "focused on the effectiveness of the triadic 
relationship consistently yielded the finding that the cooperating 
teacher was the dominant and most effective member of the triad."75 
In summary, then, the role of the cooperating teacher and the 
antecedents of that role in teacher education have undergone a lengthy 
metamorphosis paralleling the evolution of the student teacher ex¬ 
perience. Some behaviors, endemic to that role have remained the same 
with slight alteration of their fabric; others have been added and/or 
changed in a drastic way. 
During the early colonial days student teaching was an apprentice¬ 
ship as it had been and currently was in Europe. Apparently, the master 
served as an earlier version of the present day cooperating teacher as 
the student teacher imitated and practiced his craft. As the structure 
of student teaching became better defined, the principal carried out, in 
part, supervisory functions and responsibilities which bore a strong 
resemblance to those of later cooperating teachers. Toward the end of 
the 1800's more attention was directed to the pivotal position of 
cooperating teachers in public school classrooms, chiefly through 
Sheldon's efforts at Oswego. 
Thus, the metamorphosis continued as laboratory schools sprang up 
with the dual involvement of the cooperating teacher in both the school 
and the university to be followed soon thereafter, by the more familiar 
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triadic relationships in which the cooperating teacher continues to play 
a dominant role. And, the metamorphosis goes on. 
Profile of Effective Behaviors of Cooperating Teachers 
This second section of the chapter provides supportive evidence for 
the effective behaviors of cooperating teachers during the student 
teaching experience as presented within the framework of eight distinct 
categories of behaviors which emerged during the investigation of the 
literature. 
These categories are: orientation, induction, treating the student 
teacher as a teacher, modeling, assisting the student teacher in 
planning, observation and/or feedback to the student teacher, confer¬ 
encing, and providing personal support. 
Orientation 
Orientation involves acquainting the student teacher with com¬ 
ponents of the classroom, school and community environment. Stratemeyer 
and Lindsey suggested that, prior to the student teacher's arrival, it's 
helpful to prepare the students within the class, to let them know who a 
student teacher is and what he/she does. ° The cooperating teacher 
can orchestrate procedures with students to assist in preparing for the 
student teacher's arrival and his/her orientation to the role. For 
example, this orchestration could include preparation of thumbnail 
sketches by children as an introduction, and/or meetings with groups of 
students to provide background information on class and school 
practices, policies.^ 
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In the first days of the placement there is general agreement that 
the cooperating teacher should provide the student teacher with back¬ 
ground information on students individually, and as a group.78 Pro¬ 
viding the student teacher with access to class and cumulative records 
seems to be time well spent. According to Roth, "the effective super¬ 
vising teacher oriented the student teacher to the group through the use 
of cumulative records and other available information".79 In addition, 
allowing the student teacher to observe students, learn their names and 
work one-to-one with them are means by which the student teacher can 
gather as much data as possible about students. Koehler called 
attention to the research of Wragg who found that "beginning teachers 
(in this case, practice and first year teachers) have very different 
information needs than experienced teachers. For example, the beginning 
teachers stated that they would want to know everything possible about 
their new students; the experienced teachers stated that they wanted to 
know as little as possible about their new students, although they might 
want to take a look at their records after they had gotten to know 
u „ 80 them . 
Furthermore, it appears effective for a cooperating teacher to 
introduce a student teacher to other faculty, staff and administration 
in more than an "incidental" way as pointed out by Henry and Beasley. 
These authors suggest many procedures, some of which include preliminary 
conversations with other faculty, involving the student teacher in in¬ 
formational get-togethers, relating background information on faculty/ 
staff positions as introductions are made and making the student teacher 
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feel comfortable in the teachers' lounge. Quick, In his listing of 
supervisory skills that supervising teachers should be familiar with, 
gave top billing to orientation. Briefly, these supervisory skills 
were: 
1. Introducing the student teacher to the staff, facilities, 
building, and classroom procedures. 
2. Evaluating the student teacher through observation and 
providing continuous specific and constructive criticism. 
3. Assisting the student teacher to develop an understanding 
of his strengths and weaknesses. 
4. Gradually relinquishing classroom control to'enable the 
student teacher to have a realistic student teaching 
experience. 
5. Working together with the student teacher and sharing 
and respecting ideas and philosophies. 
6. Assisting the student teacher in effective classroom 
planning and teaching techniques. 
7. Encouraging creativity by the student teacher. 
8. Developing an atmosphere whereby the student teacher 
is regarded as an associate and where friendliness and 
understanding prevail. 
9. Being understanding and sympathetic towards the problems of 
u u 81 
a neophyte teacher. 
Kelly and Kelly cited additional emphasis on orientation as a top 
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priority of cooperating teachers by their attention to the work of 
Woods, Mauries, and Dick that "depicted the cooperating teacher as one 
who [first] oriented the student teacher to the school environment".82 
Lowther s work cited the extensive orientation by the supervising 
teacher as being a most helpful activity while inadequate orienta¬ 
tion to school and classes was identified as one of the least helpful 
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activities. Earlier on, Strateraeyer and Lindsey encouraged making 
curriculum guides, materials and block plans available to the student 
teacher, even prior to the experience.8^ 
Finally, more effective student teaching experiences as reported 
by Barnes and Edwards, resulted from situations where cooperating 
teachers shared more useful information.85 Gary Griffin, in "Clinical 
Preservice Teacher Education: Final Report Of A Descriptive Study," 
wrote that "cooperating teachers were mentioned most frequently as 
having first made student teachers aware of their responsibilities to 
86 
the school building, the particular classroom, and their students." 
Induction 
The indaction of the student teacher by the cooperating teacher 
extends along a continuum from observation of the classroom environment 
87 
to "total teach" and the absence of the cooperating teacher. The 
notion of student teacher observation of the teaching-learning process 
during the initial stages of student teaching has been around for a long 
time. Stratemeyer and Lindsey gave attention to it as a primary in¬ 
gredient of the induction process. However, they discouraged observa- 
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tioQ by Itself and encouraged participation as soon as the student 
entered the student teaching experience. They compared the feelings to 
those "experienced when invited to a gathering, social or professional, 
where you knew few of the persons present. . . If you are to pour at a 
tea, to escort a special guest to the speaker's table, or to be re¬ 
sponsible for room arrangements and serve as hostess in helping people 
find a committee room, you don't have to worry whether you will know 
anyone to talk to or what is expected of you. You know where to go and 
what to do, and your thoughts go to the job to be done rather than to 
worry about real or potential happenings. The same applies to your 
student as he/she enters the student teaching situation."88 
Likewise, Henry and Beaseley wrote of lessoning the anxiety the 
student teacher feels during those first few days. Specifically 
they said: 
Initial fear is not relieved by the prolonged periods of 
observation which are all too common in the initial days of 
student teaching. The reserve on the bench, for instance, may 
be more excited than the player who is in the midst of the action. 
Once he actually enters the game, he may be less nervous and more 
in command of his feelings. A student teacher's anxiety, like 
that of the reserve player, will probably remain or increase 
until he has had some opportunity to experience the teacher's 
role. Classroom activij^ is the most efficient method of 
reducing consternation. 
In contrast, Mills suggested that observation be "more intense 
90 during the first week or two". She goes on to recommend that two 
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uninterrupted hours a day of observation be a minimum requirement. 
Zimpher, deVoss and Nott, in their work, found that "neither student 
teachers nor cooperating teachers placed much value on observation time 
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rather, they sought to move the student into full-time teaching in less 
92 
than a week.." 
Among Griffin's conclusions in his 1983 study on student teaching 
was that "student teachers, in general, assumed teaching duties by 
beginning with small group instruction (usually in reading) and moved 
into whole group instruction (again, usually in reading), the number of 
days and weeks that passed until this occurred, however, was variable. 
Although one of the universities in the study had a so-called 'pacing 
guide' suggesting a natural sequence there was little evidence that this 
guide was influential upon practice. The situation (the nature of the 
classroom in interaction with the estimated ability of the student 
teacher) seemed to be the principal variable affecting this differential 
93 
rate of assumption of teaching responsibilities." 
An earlier study by Roth identified the effective supervising 
teacher as one who "inducted the student teacher gradually". Her 
findings revealed the following specific behaviors as being most 
helpful: 
1. Began activities where the student teacher was most 
confident. 
2. Provided the student teacher with some opportunities to 
choose the extent of responsibility. 
3. Arranged activities from easy to difficult, from simple 
to complex, and from observation to full-time teaching. 
4. Increased responsibility when manifestations of uncertainty 
94 
had disappeared. 
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In the same vein, Lowther discovered that the amount o£ actual 
teaching experience permitted was most helpful as was time spent by the 
student teacher alone in the classroom. He went on to cite procedures 
as least helpful which included the limited amount of actual teaching 
time and the constant presence of the supervising teacher.95 
Silberman s thinking, close to two decades ago, seems just as 
appropos today. He wrote: 
In some respects, moreover, the way practice teaching is usually 
structured gives the student teacher the worst of two worlds. 
On the one hand, he never experiences "the real thing" - never 
gets the feel of what teaching is actually like. Because the 
regular classroom teacher remains responsible for everything 
that goes on in his room, the student teacher cannot feel the 
full impact of that responsibility. Neither can he experience 
the full authority of being a teacher. He is, after all, a 
visitor in someone else's classroom and visitors are not welcome 
to rearrange their host's furniture, alter his schedule, revise 
his curriculum, or change the atmosphere he has labored to 
create. Nor is the student teacher likely to be able to make 
these kinds of changes if he wanted to.96 
Griffin, et al, more recently concluded that "cooperating teachers 
were seldom absent from the classroom and when present were most often 
engaged in instruction or in monitoring student behavior even while the 
student teacher was nominally in charge of instruction". The principal 
investigator attributes this conclusion to "professional and societal 
phenomena". For example, he centers on teacher accountability and the 
basic skills movement as reasons to "grab every minute of instructional 
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time you can". 
The cooperating teacher needs to let go of the classroom reins and 
hand them over to the student teacher. While concurring with others 
before them, Henry and Beasely lamented "the practice of never leaving 
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the student teacher alone with the class". Although no Ideal formula 
seems to exist, they wrote: 
This balance between classroom responsibility and observed 
supervision more commonly results when the supervising teacher 
is in the room approximately one-half of the time. 8 
Mills, like others before her suggested guidelines for "total 
teach . However, she cautioned, as did Henry and Beasely that "total 
teach" is not a time for complete abandonment. "Indeed, it is a time 
when supervising teachers can pinpoint those problem areas in the 
instructional behavior of student teachers that could only surface under 
the conditions of 'total teach' 
Treated Student Teacher as a Teacher 
A student teacher's status is initially determined upon his/her 
entrance to the classroom by the treatment extended by the cooperating 
teacher. The earlier writings of Stratemeyer and Lindsey resulted in 
specific recommendations and/or suggestions such as providing an 
appropriate teacher work space for the student teacher and the sharing 
of a schedule which were then viewed as effective procedures. 
According to these authors, it was important that students regard the 
student teacher as "another teacher". In addition, it was helpful to 
stress the special competence of the student teacher to the students and 
insure that the functions and responsibilities of both cooperating 
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teacher and student teacher are commensurate. 
A few years later, Roth's research provided further support for the 
view of student teacher as professional peer or co-worker. She identi- 
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a team with 
fled the effective supervising teacher as one who "worked as 
the student teacher". Furthennore. she extracted specific behaviors for 
this category. They included: 
1" WaS farailiar with the plans of the student teacher; 
2. integrated own teaching with that of the student teacher; 
3. expected children to follow instructions of the student 
teacher; 
4. shared expressions of parental approval with the student 
teacher; 
■** informed the student teacher on how the class was run and why 
it was done that way; 
6. considered judgments of the student teacher valid and 
, 102 
important. 
Roth also identified the effective supervising teacher as one who 
treated the student teacher as a teacher and in like manner, listed 
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characteristic behaviors. 
Ten years later, Garner published the results of a study he con¬ 
ducted at the University of Houston during the 1968-69 academic year. 
In that work which included 391 respondents he identified significant 
behavioral tasks frequently suggested for cooperating teachers. His 
findings revealed that 82% of the respondents felt that the cooperating 
teacher should introduce the student teacher to the class as another 
teacher; 92% felt that the cooperating teacher should encourage an 
104 
atmosphere of professional equality. 
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Some years later, Henry and Beaseley made more definitive remarks 
as they wrote: 
The student 
that the su 
co-workers. 
teacher should perceive and the pupils should observe 
?§§v sing teacher and the student teacher are 
Earlier on, they wrote: 
A good relationship between the student teacher and the supervising 
teacher is fundamental to a good student teaching environment. It8 
begins with mutual acceptance and understanding, and develops as 
the following conditions become reality: 
The student teacher understands that he is not to 
be a "robot" copying the techniques of the supervising 
teacher and duplicating his every move. 
The student teacher works in an environment where he 
feels neither pushed nor overprotected. 
The student teacher is accepted as a professional equal. 
The student teacher is included in more than the 
immediate environment of the classroom. 
The student teacher's ideas are encouraged, accepted, 
and implemented whenever possible. 
The student teacher is treated as a person of authority 
in the presence of pupils. 
The student teacher^g encouraged to use his own 
ideas in teaching." 
In step with Henry and Beaseley, that same year, Karmos and Jacko 
in their research, not only identified the cooperating teacher as the 
most significant other in influencing student teachers, but in terras of 
supportive reasons for their selection included the category, Pro¬ 
fessional Skills, which contained behavioral statements that underscored 
the professional relationship between the student teacher and the 
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cooperating teacher.107 Griffin rin™ .u 
urin, citing the earlier work of Gettone 
added that "student teachers saw themselves as more ready to assume a 
professional role than did school personnel, who saw student teachers 
more similar to assistants, aides or apprentices."^^ 
A few months later, Barnes and Edwards, reporting earlier research 
on which they and Griffin jointly worked wrote: 
as 
In the area of planning and implementing academic activities the 
more effective experiences were distinguished by more clarity and 
specificity of communication between the cooperating teacher and 
the student teacher; a positive problem solving approach; and a 
greater seijige of professionalism with which the student teacher 
is viewed. 
Going on, they added: 
The cooperating teachers in the less effective experiences 
tended to "tell" their student teachers, to treat them more as 
"students," whereas the cooperating teachers in the more 
effective experiences assumed a more "peer" perspective for 
communication. 
A major concern which surfaces in every student teaching experience 
is how much latitude to allow the student teacher in his/her development 
as a unique professional. Kingen maintained that the "cooperating 
teacher must be a flexible supervisor, encouraging personal development 
of the student teacher rather than demanding imitation."111 Claiming 
that cooperating teachers are often faced with the dilemma of allowable 
versus unallowable experimentation, she questioned, "If they [cooper¬ 
ating teachers] are to help student teachers develop their own style, is 
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it ever permissible to say, 'Watch what I do, and then you try it?'" 
As has been reported earlier by others in the helping professions, 
allowing a student teacher/client the freedom to develop his/her own 
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personal style, to experiment, or, as Fuller suggested, "to fall" Is of 
113 great worth. 
Carl Rogers, in his article, "The Characteristics Of A Helping 
Relationship" posed several basic quesstions that could be asked of 
cooperating teachers as helpers, one of which was, "Am 1 secure enough 
within myself to permit him his separateness? Can I permit him to be 
what he is - honest or deceitful, infantile or adult, despairing or 
over-confident? Can I give him the freedom to be? Or do I feel that he 
should follow my advice, or remain somewhat dependent on me, or mold 
himself after me?"^^ 
This theme was carried further by Art Combs as he defined effective 
teachers as "unique human beings who have learned to use themselves 
effectively and efficiently to carry out their own and society's 
purposes in the education of others." Combs further stated, "Good 
teachers are not carbon copies but possess something intensely and 
personally their own."**'* 
A commission report published by the Association of Student 
Teaching stated that "student teaching should be thought of as a time 
to study teaching as well as practice teaching. It is a time to put 
untried ideas to the test in a variety of real situations, and to study 
lift 
the results." Roth's research previously cited, identified the 
effective supervising teacher as one who encouraged the student teacher 
to use his own ideas.117 In similar fashion, Lowther reported that "18 
percent [86 out of 480 respondents] indicated the most helpful activity 
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of the supervising teacher was giving the student teacher a high degree 
of independence in lesson planning, content selection, and method- 
ology."11® 
C. James Dyer argued that "the student teacher is an individual, 
has a unique contribution to make to the profession, and must be per¬ 
mitted a fair opportunity to develop into an educator who may strive for 
a similar objective but in a distinctly personal and, therefore, more 
authentic manner.119 Some authorities express a dimmer view as to what 
the reality of the actual experience reveals. 
The assumption made by most teacher educators and practically 
student teachers is that the student teaching experience 
will allow students to test their newly acquired teaching 
skills and apply nascent ideologies. But the actual experience 
is typically quite different and for many student teachers 
turns out to be an educational charade. Little or no significant 
progress occurs. 
Modeling 
There is widespread support in the literature for modeling and its 
121 impact upon behavior. Good and Brophy on the topic of modeling 
stated: 
Modeling effects can occur at any time, not just at those times 
when the teacher is deliberately trying to serve as a model. 
Remember, all that is required is that the students see the 
behavior modeled before them. The potential for modeling effects 
exists at all times; it is not something the teacher can turn on 
or off at will. What students learn from watching the teacher as 
a model may be either desirable or undesirable. Teachers are 
responsible for living up to their own ideals, and they must 
remain aware of their roles as models in order to assure that most 
of what the students learn from observing them is positive and 
desirable. 
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Roth, one of the earlier researchers to Investigate the behavior of 
effective cooperating teachers reported that the "effective supervising 
teacher used practices worthy of imitation." She went on to list the 
following specific behaviors: 
1. spoke with controlled voice; 
2. was patient but firm in discipline; commented constructively; 
3. kept children interested and involved in the lessons; 
4. made and carried out plans for field trips; 
5. disciplined children in such a manner that it became a learning 
situation rather than a shameful experience; 
6» considered each child as an individual learner, being sure 
that slow learners were not ignored; 
7. maintained an attitude of enthusiasm which indicated that 
teaching was enjoyed; 
8. displayed a major concern for the improvement of the learning 
situation; 
9. used grammatically correct English; 
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1C.. avoided criticizing others in the profession. 
In a study conducted by Wright, Silvern and Burkhalter in 1982, 
thirty student teachers and their cooperating teachers were surveyed "to 
determine (1) how cooperating teachers communicate their expectations to 
student teachers and, (2) whether the cooperating teachers reinforced 
the methods judged desirable by teacher education." They concluded 
that, "if cooperating teachers saw themselves as role models, demonstra- 
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verbal instruction. For the tion may be a more salient mode than 
student teacher who had for years experienced Instruction primarily by 
lecture, demonstration was an entirely new mode of learning."124 
Joyce and Showers in one of their earlier articles wrote that 
"modeling appears to have a considerable effect on awareness and some on 
knowledge. Demonstration also increases the mastery of theory. We 
understand better what is illustrated to us . . . Fairly good levels of 
impact can be achieved through the use of modeling alone when the tuning 
of style is involved, but for the mastery of new approaches it, by 
itself, does not have great power for many teachers. All in all, 
research appears to indicate that modeling is very likely to be an 
important component of any training program aimed at acquisition of 
complex skills and their transfer to the classroom situation."125 
Going on, Koehler added: 
Much less is known about what the cooperating teacher should 
be doing to best help the student teacher. There are clues from 
the literature, however, that point to two important aspects of 
the cooperating teacher's role: the behaviors that cooperating 
teachers exhibit or model, and the proces^gnd content of 
feedback provided to the student teacher. 
In addition, Koehler reported the finding of Barnes and Edwards 
using the Griffin et al data that "the effective teachers modeled the 
behaviors they were interested in having the student teachers 
attempt."122 Commenting further, Griffin stated: "I would call for a 
careful review and justification of what is being observed and 
practiced. I would urge teacher educators in colleges and universities 
to re-examine their standards and expectations regarding selection and 
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training of cooperating teachers."128 while concurring with others 
before her, Kingen wrote, "Nevertheless, most of the literature agrees 
that cooperating teachers should be competent models of effective 
teaching in the classroom."12^ Combs further had this to say, 
There is a common belief in teacher education that students 
should always be exposed to only the very best models, but if 
this is carried so far as to create a feeling of inadequacy 
in the student, its net effect may be destructive. It may be 
far more important for him to_have a less wonderful teacher with 
whom he is able to identify. 
Modeling by the cooperating teacher occurs in a wide context as 
evidenced by the numerous writings/studies of the previous authorities 
and as corroborated by the following statement of Henry and Beaseley. 
Observation is a widely-accepted form of learning in the 
professions. In some technical aspects, it is the only practical 
method of introducing students to more experienced practitioners 
who represent differing skills and techniques. 31 
They then went on to add: 
Even when a supervising teacher does not wish it to be so, the 
student teacher will imitate many of the methods and practices 
of the supervising teacher. 
Modeling likewise occurs in a narrower context as it relates to 
specific interpersonal, instructional and management behaviors both in, 
and outside of the classroom. According to Strateraeyer and Lindsey, 
cooperating teachers should provide ample opportunities for student 
teachers "to observe individuals and groups in a variety of 
situations."133 Arguing for strong and ongoing contacts between school 
and home, they identified the following opportunities with which student 
teachers should be familiarized and involved: 
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1. unplanned visits by parents; 
2. planned conferences with parents; 
3. visiting days on which parents are invited to visit the school; 
4. Parent-Teacher Association meetings and/or Parent Council 
meetings; 
5. special occasions such as holiday programs, parties, teas; 
i o / 
6. home visits. 
Furthermore, student teachers need to be exposed to a wider 
audience than the classroom. Their attendance at faculty meetings and 
sharing in the activities of professional organizations, along with 
their cooperating teachers give them "a glimpse of teaching that had 
never before occurred to them." Otherwise they could be misled into 
thinking that the classroom represents the full range of the classroom 
teacher's involvement. Henry and Beaseley went on to add that "if they 
don't have the opportunity to work with teachers in their informal and 
professional affairs, there may be a real learning vacuum created."135 
Griffin, et al, dealt indirectly but unmistakably with modeling 
behaviors as they wrote of the regular interaction of teachers "with the 
parents of their pupils, both in formal scheduled conferences and in 
less formal situations arising spontaneously out of individual 
, u i ..136 
children's behavior and adjustment patterns in school. 
Toward enhancing the dignity and self-esteem of children in the 
classroom by modeling, Good and Brophy wrote: 
Good teachers model respect for others by treating their 
students politely and pleasantly and by avoiding behaviors that 
would cause anyone to suffer indignities or lose face before a 
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group. Many well-intentioned attempts to help students learn 
politeness and good manners are undermined by teachers' failures 
to model the behavior they preach.*5* teachers failures 
Johnson urged the cooperating teacher to model behavior that 
responds to the needs of individual pupils. He concluded that "far too 
often the teacher does not respond at all to the student's talk. The 
cooperating teacher must encourage the student teacher to act as if 
every student in the class can succeed and to work toward assuring 
1Zt He went on to present the following scenario. 
. . . every student comes to school with an invisible price 
tag. One student's tag may say, "You are going to like me; I am 
really something." Another tag may suggest, "I don't have much 
to commend myself; I have not been very successful." 
He surmised that "it is easy to reward the first student; however, it is 
infinitely more important that the second student also be given praise." 
Johnson urged cooperating teachers to "show the student teacher that 
praise and reward do not just happen in an incidental way, but are 
139 generously and judiciously planned." 
Just as cooperating teachers demonstrate response to the individual 
needs of students, they, likewise demonstrate respect. Barnes and 
Edwards summed it up in the following words: 
. . . the student teachers [in their study] associated 
professionalism in their cooperating teachers with respect, 
both student respect for the coop^jrgting teacher and cooperating 
teacher respect for the students. 
Several noteworthy efforts have been made to document the modeling 
effects of cooperating teachers as effective managers. Zimpher, de Voss 
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and Nott in their article "A Closer Look At University Student Teacher 
Supervision" stated: 
i * l ®tud*nts tend to model cooperating teachers closely at 
least in the^area of classroom management. Students went’with 
dIdhaLWthe1amea1l^^::^^ ™ ^ ^ ~"g -acher 
Barnes and Edwards using the Griffin et al 1983 data found that 
"certain practices of interaction during the student teaching experience 
are more likely to be related to the development of the student 
teachers ability to successfully assume the responsibilities of a 
teaching position." They go on to list these practices of cooperating 
teachers in the more effective experiences. 
Briefly, cooperating teachers: 
1. were more proactive than reactive; 
2. were clearer and more specific in their communication, 
including feedback to the student teacher; 
3. modeled the behaviors, teaching techniques, and attitudes 
they recommended to the student teachers; 
4. exhibited greater consistency between their behaviors 
and their verbal expression; 
5. were more adaptable and flexible; 
6. provided rationales for their actions and suggestions; 
7. practiced self-reflection as an active learner; 
8. employed positive problem-solving approaches in most 
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situations. 
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In a similar vein, Emoer, Evertson and Anderson likewise found 
that "teachers identified as being more effective managers had higher 
average rates of on-task behavior. These differences were most apparent 
in the areas of classroom rules and procedures, monitoring of pupils, 
and delivery of consequences."^^ 
Good pointed out the congruence between the research findings of 
Emmer et al previously cited and the argument that "the form of manage¬ 
ment did not appear to be as important as the quality with which it was 
implemented. Good cited the following passage from Emmer et al's 
findings. 
Both groups of teachers had rules and procedures for their 
classes. What distinguished the more effective managers was the 
degree to which the rules and procedures were integrated into a 
workable system and how effectively the system was taught to the 
children . . . The better managers typically spent considerable 
time during the first week explaining and reminding students 
of the rules. Their pupils were not uniformly "ready" after the 
first day or two, and several of the teachers had relatively 
high amounts of off-task behavior at first. However, they 
taught th^ gupils to behave appropriately, through a variety 
of means. 
Good further commented by specific example: 
They noted that effective managers in contrast to less effective 
managers, first taught students rules related to their most 
immediate needs (e.g. where to put th^^unch box, how to obtain 
permission to use the bathroom, etc.)1 
As a result of the investigations of Good and Brophy on modeling, 
specific modeling effects are now highlighted. These authors stated: 
Modeling effects are more likely to occur in new situations or 
situations where the expected behavior of the learner is unclear. 
Because modeling effects are strongest in ambiguous situations 
where people do not know what to expect and tend to observe 
models in order to find out, modeling effects in the classroom 
are l^gly to be especially strong at the beginning of the 
year. 
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Using twenty-eight third-grade classrooms, Emmer, Evertson and 
Anderson visited frequently in the early weeks and less so, thereafter. 
During those observations they took copious notes about the Introduction 
of rules and procedures and how they were implemented. Also, at fifteen 
minute intervals they recorded "the percentage of students who were 
engaged in lessons, academic tasks or other teacher-approved activi¬ 
ties." They concluded that "the seemingly automatic, smooth functioning 
of the classrooms of successful managers results from thorough pre¬ 
paration and organization at the beginning of the year."147 
It is nearly impossible to divorce the process of modeling from 
the content of practice. Therefore there has been some diversion to 
speak concurrently of both the modeling process and the content of 
instructional and management behaviors in a selected way. 
Assisted Student Teacher in Planning 
The cooperating teacher assists the student teacher in the planning 
process prior to, and in anticipation of the first days of student 
teaching. Henry and Beaseley proposed that the coopeating teacher con¬ 
duct a pre-teaching visit as an initiation to the experience. As they 
explained, it could take place several days or several weeks in advance 
and be formal or informal in nature. They advised that it be a work 
session with a predetermined agenda and summarized the major tasks as 
follows: 
1. determination of a teaching load for student teaching; 
2. becoming acquainted with instructional materials; 
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3. getting to know something about the students; 
4. planning initial teaching activities of the student teacher; 
5. getting to know something about the school and community.148 
In addition, the available research suggests "that an effective class¬ 
room manager does a great deal of planning and organization before the 
school year begins and introduces rules and procedures during the first 
two weeks of school, treating them as part of the instructional 
content." Furthermore, readying the physical environment of the 
classroom represents the first of three planning phases reported by 
Clark and Elmore in their descriptive study. Specifically, they found 
"three distinct planning phases moving from attention to careful 
organization of the physical setting, materials and activities prior to 
the students' arrival through the assessing of student placement and 
establishing of the behavior structure for the classroom the first two 
weeks with the students, to the final 'settling in' in terms of routines 
and daily and weekly schedules the third and fourth weeks. 
Stratemeyer and Lindsey discussed the necessity for reciprocity in 
the planning process, with the student teacher sharing initially in the 
planning of the cooperating teacher and then, the cooperating teacher 
sharing cooperatively in the student teacher's planning. 
Henry and Beaseley recommended that "planning should be required 
which will achieve the following results. 
1. The student teacher will have stature as a partner in the 
teaching-learning process. 
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2. The planning process will be an experience which Is designed Co 
assist in thinking through objectives and deciding which 
teaching techniques will best meet those objectives. 
3. The plan will provide security in working with a class. 
4. The plan will serve as a guide to insure an effective learning 
environment. 
5. The plan will offer the supervising teacher an opportunity 
to make suggesstlons prior to presentation that will result in 
more effective instruction. 
6. The completed plan will be a guide which can be used in the 
analysis of a lesson. 
7. A successful plan with adoption can be used with another group 
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of students." 
Student teachers most often come to the student teaching experience 
with some model or format for designing lesson plans that they've 
learned at their preparing institutions. These "models may be in direct 
1 S'} 
conflict with the 'real world of the classroom." In their research 
Morine and Vallance inquired of 40 experienced teachers as to how they 
planned and how this planning differed from the planning process of 
beginning teachers. In response, the experienced teachers said that 
"beginning teachers would have to approach planning in different ways — 
particularly with respect to the daily lesson plan."15^ In a study by 
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Clark and Ylnger It was reported that "written plans usually taka the 
form of an outline or list of topics to be covered, so that the major 
part of planning remains a mental process not committed to paper."155 
It was also reported by McCutcheon who studied lesson planning during 
the school year that "the written plan is a brief outline of words and 
phrases that describes what is going to happen in the classroom. The 
list of topics, concepts, skills and activities serves as a memory 
jogger to keep the teacher on course.1,158 
The student teacher appears in the classrooms of experienced 
teachers who do excellent teaching without evidence of a written plan 
which may lead the student teacher to conclude that "written plans are 
superfluous. 1 The cooperating teacher may view the model for planning 
learned at the college as out of step with the real world of the 
classroom and "may be confronted with the task of explaining the nature 
and function of planning in teaching practice."15^ It is very possible 
that the cooperating teacher will need to sit down with the student 
teacher and review the elements of a lesson plan. In their work, 
Defino, Barnes and O'Neal reported that "cooperating teachers did report 
spending some time conferring with their student teachers about 
planning."158 Therefore, it seems logical that O'Neal recommends 
acquainting "student teachers and their cooperating teachers with a 
variety of models for planning. . . [They will] provide a schema for 
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interacting with student teachers regarding instructional planning." 
In combination with, and/or as an extension of lesson plan design, 
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the cooperating teacher will often Identify for, and share with the 
student teacher, resources and materials that facilitate smoothly the 
planning process. In describing the more effective student teaching 
experiences which emerged within their research, Barnes and Edwards 
commented that the "cooperating teachers had a ’lot of material 
available’ and were willing to share it and help student teachers to 
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P an# They went on to add: • • • the cooperating teachers in the 
more effective experiences also shared their large repertoire of 
teaching activities and materials without requiring the student teachers 
1 6 1 
to adopt those same activities and materials." 
Many years earlier Lois Roth in her study "Selecting Supervising 
Teachers" published in the Journal of Teacher Education identified the 
cooperating teacher as one who shared ideas. Specific behaviors 
mentioned in this category included: 
1. shared ideas, resources, and guide materials; 
2. gave practical suggestions for classroom control, bulletin 
boards and projects. 
Observed and/or Provided Feedback to Students 
There is wide agreement in preservice teacher education literature 
as to the need for specific and increased feedback by the cooperating 
teacher during student teaching. Lynch and Kuehl speak of the need for 
more criticism and more assistance from the cooperating teacher with 
specific teaching strategies while Johnston and Hodge contend "that 
cooperating teachers befriend their preservice students and therefore 
. ..163 
repress criticism. 
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The problem seems to be both quantitative and qualitative 
regards feedback from cooperating teacher to student teacher, 
put it aptly as he wrote: 
as 
Johnson 
All too often a conversation between the participants goes 
something like this. Student teacher: "How am I doing?" 
Cooperating teacher: "Oh, you are doing just fine." I 
contend that student teachers desire and expect more 
information than this. Such a dialogue is not particularly 
useful as feedback or helpful in promoting the growth of 
the student teacher. It may well be detrimental. 65 
Cooperating teachers tend to give student teachers inflated 
impressions of their performance. There seems to be an "aversion to 
telling students the truth.Zimpher, deVoss and Nott, in their 
study found that "cooperating teachers did not provide critical feedback 
to student teachers. Rather, they tended to assume a buffer role 
defending the student teacher against the university supervisor. Obser¬ 
vation and detailed matching of respondents" accounts showed that 
cooperating teachers claimed that they did critique lessons but actually 
were quite careful not to mention negatively evaluated areas. Criticism 
took the form of pep talks." Good and Brophy, more recently 
mentioned that "student teachers in university training programs seldom 
receive direct useful feedback.There seems so little difference 
between their comments now and what Stratemeyer and Lindsey reported 
almost three decades earlier that "student teachers express a need for 
less generalized and more specific help. In general, however, criticism 
should not stress weaknesses without making specific suggestions for 
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ways to overcome them."168 I» a similar vein fifteen years later 
Silberman mentioned that "students receive Incredibly little feedback on 
their performance, for supervision tends to be sporadic and per- 
169 
functory." And very recently, O'Neal and Copeland added, "feedback 
is thought by many to be the essential ingredient in the student 
teaching experience."17^ 
The student teacher's most pressing concern is his performance. 
His concern is himself. As Johnson suggests, we need a "feedback 
system that places the emphasis on the student teacher as a person 
• • • 
which will enable the cooperating teacher to attend to the student 
teacher's How Am I Doing?"171 
Koehler suggests that feedback should be clear, with specific 
suggestions and examples accompanied by rationales for their sug~ 
172 
gestions." Student teachers express a strong preference for 
173 directive supervision, for "concrete professional advice." When 
asked to describe an effective cooperating teacher, student teachers in 
general, mentioned supervisory skills most often and specifically, the 
174 provision of constructive criticism. Using fourteen student teaching 
experiences, seven in the fall and seven in the spring, Koehler 
conducted a participant observation study. Observations of student 
teachers and cooperating teachers were made and copious notes taken on 
all observation and feedback sessions, conversations, and discussions 
involving the triads. She found that "the feedback provided to the 
student teachers by the cooperating teachers was particularistic and not 
tied to research generalizations. The students were learning that each 
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classroom and teacher Is unique, that each teacher has to rely on trial 
and error, and the criterion of success Is what feels right to the 
individual teacher."175 
Cooperating teachers in more effective experiences, as reported by 
Barnes and Edwards, "communicated clearly and specifically, especially 
when providing feedback. Student teachers received more concrete, con¬ 
structive comments. . ."176 Feedback was given to student teachers 
informally and continuously. As described by Defino, Barnes and O'Neal 
and later reiterated by Griffin et al, "every opportunity to talk 
during the day was seized while short, encouraging notes were often left 
by cooperating teachers on lesson plans or notebooks."177 Griffin 
further reported that 'feedback consisted mainly of suggestions for 
teaching, followed by evaluation of the actual teaching and lesson 
it 17 8 
plans. The exchange of spoken and/or written conversation prevents 
179 
erroneous assumptions from flourishing. Potential feedback pro¬ 
cedures might include written comments, rating scales, audiotapes and 
.. „ 180 
videotapes. 
Joyce and Showers speak of the advantages of both structured and 
open-ended feedback. The former calls for "learning a system for 
observing teaching behavior and providing an opportunity to reflect on 
teaching by using the system." Provided regularly and consistently, it 
can achieve and maintain permanent change. The latter, open-ended feed¬ 
back consists of "an informal discussion following observation" that 
results in "uneven impact." Some benefit; some do not. At best, it 
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"accomplishes an awareness of teaching style and as such can be very 
useful in providing 'readiness' for more extensive and directed teaching 
181 
activities." Thies-Sprinthall writes of the "genuine need for care¬ 
ful and continuous guided reflection. Again, in a Deweyan sense, 
unexamined experience misses the point. To insure that reflection 
occurs, there is often a need to provide careful feedback to aid in the 
process of examining the experiences.182 Johnson redirects us again to 
focus on the student teacher as a person as he cautioned that "the 
cooperating teacher's response must be thoughtful, but rigorous."183 
Conferencing with Student Teachers 
The purpose of conferencing for the cooperating teacher is to guide 
the teacher-to-be. A student teaching conference takes place when both 
cooperating teacher and student teacher are engaged in conversation 
directed toward the professional growth of the student teacher.18^ To 
be effective the conference depends upon the willingness and ability of 
two or more people to try to understand each other and to be sensitive 
185 
to the well-being of those sharing in the discussion." Authorities, 
recent and remote in the field of preservice eo.ucation speak of 
different types of conferences conducted by cooperating teachers. 
Stratemeyer and Lindsey described four kinds: conferences that orient, 
planning conferences, conferences to evaluate a learning experience and 
conferences to evaluate the individual progress of student teacher or 
1 0£ 
pupil. Henry and Beaseley mentioned the variability of conference 
content from early sharing of information to later attention to 
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analysis, reflection and evaluation.187 More recently, Mills described 
two kinds of conferences conducted by cooperating teachers: readiness 
conferences which "should begin with an explanation of the importance of 
learning to observe schools and classrooms, systematically, as well as 
feedback conferences, which she recommended "should occur on the day of 
an observation; failing that, they should be postponed no more than two 
ii 188 
Hunter spoke of conferences as having two discrete functions: 
1) instructional conferences to promote the teacher's growth, and 2) 
evaluative conferences to establish a "teacher's placement, on a 
continuum from 'unsatisfactory' to 'outstanding'".189 Stratemeyer and 
Lindsey argued further that conducting a conference at the close of the 
first day of student teaching is "a must" for it "has special values and 
is especially needed. Mills provided tips to the cooperating 
teacher for conducting a conference. She suggested that the cooperating 
teacher "sit next to student teachers rather than across from them, use 
a pleasant tone of voice, and avoid verbal and nonverbal communications 
which say, 'I didn't do that,' or 'You are wrong.'"191 
In an earlier study by Roth student teachers responded with 
specific behaviors of cooperating teachers they felt were effective in 
achieving the aims of student teaching. Criterion I identified the 
effective supervising teacher as one who "arranged for conferences." 
The specific behaviors reported below by Roth correspond to the kinds of 
conferences enumerated above by Stratemeyer and Lindsey. They are: 
1. used conference time to explain to the student teacher what 
was expected of him in his particular situation; 
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2. 
used conference time as a period of guidance where problems 
related to the classroom received first attention; 
3. used conference time to review ways and means of teaching 
every subject and ways to improve learning; 
4. used conference time for sharing ideas, resources, materials 
and suggestions with the student teacher; 
5. used conference time to discuss ways of improving lesson 
, 192 plans. 
Henry and Beaseley described a conference between a cooperating 
teacher and a student teacher as a method of providing growth for a 
teaching candidate. The cooperating teacher is the teacher in this 
teaching-learning situation. They strongly argued that conferencing is 
"as necessary for a good experience as the presence of pupils." Further¬ 
more, they add that its absence "could result in no real reflection 
about teaching as well as the lack of any genuine information 
193 
sharing." Hunter argued also for the need to analyze behavior during 
conferences and stated that "the ability to analyze an episode of 
teaching is a supervisory skill that can be mastered by those determined 
to learn it. ,.194 
Cruickshank, in the monograph, "Reflective Teaching" takes issue 
with the belief that "teachers learn to teach best through apprentice¬ 
ship-like experiences." He voices strong concern that the novice will 
be encouraged to consciously or unconsciously model the master teacher. 
Thus, correct performance, rather than the study of teaching could, and 
56 
most likely, would result.195 He. like others before aud after him, 
ascribed to the need to link theory with practice. Thus, conferencing 
serves as an effective vehicle. As pointed out by Feiman-Nemser and 
Buchman "experience in and of itself is not necessarily a good 
teacher."196 Corroborating the importance of linking theory with 
practice, Sprinthall continues: 
In addition to 'real experience' there is a need for careful 
and continuous guided reflection. Again, in a Deweyan sense this 
means that unexamined experience misses the point. . . The general 
education enterprise rarely teaches anyone how to reflect on 
real experience. . . Teaching persons how to ask questions, 
examine experience from a variety of views, etc., is at least 
co-equal to real experience as a growth stimulus. Naturally 
there are always some in each group, who for whatever reason, 
are reflective; yet for the majority, structured learning seems 
requisite to promote rigorous examination. 
Sprinthall's work as well as the works of several others during the 
twentieth century have utilized as their cornerstone the early writings 
of John Dewey. Back in 1904 his words, appropriate then as now urged 
educators to focus on the reflective aspects of teaching. He wrote: 
There is a technique of teaching just as there is a technique 
of piano-playing. The technique, if it is to be educationally 
effective, is dependent upon principles. But it is possible for 
a student to acquire outward from of method without capacity to 
put it to genuinely educative use. As ever^ggeacher knows, 
children have an inner and outer attention. 
Silberman in commenting on Dewey's work stated that "remarkably 
little has changed, in fact, since 1904, when John Dewey described the 
unhappy consequences of the failure to relate theory and practice in 
teacher education." Silberman went on: 
The result, Dewey continued, is that the student adjusts his 
actual methods of teaching, not to the principles which he is 
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q g, ut Co what he sees succeed and fail in an empirical 
way from moment to moment, what he sees other teachers doin* 
who are more experienced and successful in keeping order than ho 
Jhiand t0fhhe l"jUnfCl0ns arld d^ectlon given him by others. In 
coi a^l^vTtt! “"f haMtS °f the teaCh" «« with comparatively little reference to principles In the psychology 
logic and history of education . . . Here we have the explanation 
duoJlr^ h,ehPart at leaSt' °f Che dhellsm. the unconscious duplicity, which is one of the chief evils of the teaching 
profession. There is an enthusiastic devotion to certain 
principles of lofty theory in the abstract-principles of self¬ 
activity, self-control, intellectual and moral and there is a 
school practice taking little heed of the official pedagogic creed. 
Theory and practice do not grow together out of and into the 
teacher's personal experience. 
Roughly ten years later, Sally Glassberg and Norman Sprinthall in 
"Student Teaching: A Developmental Approach" made the following sum- 
mative comment: 
Our impression in reviewing conventional student teaching program 
studies was that not enough time and effort had been committed to 
helping the beginning-teacher reflect upon and learn to process 
his/her experience. 
Conferences can take on different structures. Spontaneous, 
informal conferencing "has the distinct advantage of creating a less 
threatening environment for the discussion of the inevitable questions 
that arise when two individuals work together as student teacher and 
supervisor." The more formal, scheduled conferences conducted by 
the cooperating teacher allow for, but are not limited to, planning in 
detail as well as the sharing of resources. Ideally, conferences should 
201 be conducted by the cooperating teacher on an as needed basis." 
Griffin et al in their study describe conferencing as occurring before 
class, over the telephone the evening before lessons were to be taught, 
202 
and during weekly afternoon planning meetings. 
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Griffin, reporting on the focus of conversations during conferences 
between student teachers and cooperating teachers identified three 
primary foci. First, there was "attention to specific texts, page 
numbers, worksheets and the like." Foilowlng materials, there was 
concern for methods "centered on 'how to' statements in terms of how 
specific instructional objectives could be achieved." Conversational 
statements by the cooperating teachers were "prescriptive ('In order to 
help the students understand division of fractions, you should. . .') 
or reflective ( I might have gotten John to understand division of 
fractions if I had. . .')" A third focus was "consideration of content 
and objectives."203 The former emphasis appears to be on the 
practical. The description of cooperating teacher concerns as just 
described by Griffin et al coincide with those identified by Peterson 
who conducted a study on student beliefs prior to the internship. His 
findings revealed that "the cooperating teacher was oriented to the 
practical rather than the theoretical, demands of discipline and class 
progress in their particular school system."20^ Both studies confirm 
the absence of attention to the development of reflection. 
Henry and Beaseley offer some final advice on conferencing in the 
form of specific recommendations. Briefly, they are: 
1. A conference should involve the free flow of ideas which will 
foster an objective analysis of the development and improvement 
of the student teacher's competencies. 
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2. Any conferences should be problem-centered instead of person- 
centered. 
3. A conference should be constructive, with the student teacher 
feeling that it has helped in some way. 
4. A conference should be private. 
5. A good conference should lead to concrete plans of action which 
are useful in guiding future activities. 
6. The conference is the period of time when the supervisor 
interacts most effectively with the student teacher.^"* 
Provided Personal Support 
Student teachers do have concerns during the student teaching 
experience. They are concerned about survival, about the teaching 
situation and/or concerned about pupils. 
Karmos and Jacko conducted an exploratory study at Southern 
Illinois University at Carbondale that involved sixty student teachers. 
Their purpose was to identify significant others who positively 
influenced the student teachers and the nature of that influence. More 
than half of those identified as having the most significant influence 
upon the student teachers were the cooperating teachers. The reasons 
given fell into three categories, the first of which was Personal 
Support; the others, Role Development and Professional Skills. The 
category Personal Support included the area of emotional support. Of 
182 Personal Support reasons, 163 were obtained in the emotional support 
area. For example, one respondent wrote: "Supported me when times got 
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heavy at school." It was concluded that the student teachers' greatest 
needs are "for empathy, understanding and release from the pressures and 
anxieties of the beginning teacher phase."207 
A follow-up to the Karmos and Jacko study was conducted at the 
Florida State University. A formal instrument was developed to re¬ 
plicate the two questions posed previously at Southern Illinois. Of the 
student teachers, 130 of 185 or 70% ranked the cooperating teacher as 
their most significant other.The most significant other was de- 
scribed in terms of four general factors based on a rotated factor 
analysis of the semantic differential. "The nature of these individual 
factors was summarized as: (1) Supportive, (2) Enthusiastic, (3) 
Pleasant, and (4) Challenging. The relative proportion of variance 
showed the Supportive factor to be by far the single most important 
factor containing 43% of the total variance; . . ." 
Among Funk et al's conclusions were the following: 
1. Because the cooperating teacher is overwhelmingly the most 
significant other for a student teacher, awareness training 
for cooperating teachers must be provided to sensitize them 
to the student teachers' special perceived needs for personal 
support. 
2. Student teachers have a preoccupation with personal anxieties 
and their self-images as teachers. 
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3. Student teachers respond best to cooperating teachers who bring 
positive enthusiasm to their teaching and Interpersonal 
relations. 
4. It appears that student teachers need to be challenged by 
cooperating teachers to their maximum potential as they lend 
continuously strong emotional support. 
5. Student teachers face the same stressors as regular classroom 
teachers compounded by inexperience and general anxieties about 
their future. Therefore, the training and selection of 
competent humanists as cooperating teachers is crucial.21^" 
Both Roth and Lowther, in earlier studies, reported the provision 
of personal support by the cooperating teacher as effective or most 
helpful. Roth, in particular, identified the effective supervising 
teacher as one who "alleviated frustrations", "placed confidence in the 
student teacher," "gave the student teacher an awareness of his 
strengths and weaknesses", and "remained available," while Lowther 
reported the "support and understanding of the supervising teacher as 
most helpful."2** 
Davis called attention to the research of Tittle who "found that 
the development of self-confidence was of primary importance to student 
teachers and cooperating teachers. . ." while Johnson strongly argued 
that "a crucial role of the cooperating teacher would be to assist the 
student teacher in developing confidence in his potentiality for 
becoming better." Citing the earlier work of Hamachek, he commented 
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that "self-confident teachers see themselves as Identified with people, 
adequate, trustworthy, wanted and worthy." Johnson went on to say that 
the "cooperating teacher may Instill such self-confidence In a student 
teacher through emphasizing strengths rather than weaknesses and by 
utilizing a degree of selective blindness."212 
Henry and Beaseley suggested capitalizing on the strengths of 
student teachers and weaving them into the fabric of the classroom and 
the school. "For example, a student teacher with musical talent may be 
able to assist a student with his practice; a physical education major 
may be able to contribute his athletic skills to coaching; and a student 
who has had experience directing group activities may be of value to 
pupils who are presenting a program to a school assembly or community 
organization."213 
The relationship between supervisor and supervised must be one of 
0 1/ 
trust and respect to be effective according to Edgar Stones. 14 In 
particular, he identified the "crucial skill", the ability to listen.^13 
Carkhuff positions the skill of listening within a set of attending 
skills which "posture the helper to see and hear the helpees." In 
addition to listening skills, the attending skills involve "preparation 
for helping, attending personally and observing.Going on, Carkhuff 
also includes four critical core conditions in the art of helping. They 
are empathy, respect, genuineness and concreteness. He describes 
empathy as emphasizing "entering the frames of reference of others , 
respect as "communicating regard for the ability of others to arrange 
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their own lives", genuineness as "being fully and freely ourselves" and 
concreteness as the "specificity with which we treat the helpee's 
experiences".217 
Henry and Beaseley recommend additional guidelines to further 
enhance the professional and personal development of student teachers 
and allay some of their anxieties. Selected suggestions from their 
overall recommendations follow. 
1. Demonstrate confidence in the student teacher. 
2. Provide situations in which the student teacher can experience 
success. 
3. Encourage him whenever possible. 
4. Be available for conversation and discussion. 
5. Be a good listener. 
6. See that the student teacher feels accepted and needed."21^ 
Finally, Defino, Barnes and O'Neal in further analyzing the Griffin 
et al data concluded that student teachers as do college supervisors 
consider "the cooperating teachers to be their supporters and con¬ 
fidants, especially if problems arose." They saw the cooperating 
teachers as "available, knowledgeable persons who could be approached 
for assistance." They went on to say that "both groups remarked that 
many cooperating teachers provided them much in the way of emotional, 
219 psychological support throughout the experience." 
In summary, then, the profile of behaviors of cooperating teachers, 
in general, that would seem to be effective would include, but not be 
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limited to: 1) orienting the student teacher to the classroom context, 
the school, the community; 2) inducting the student teacher gradually 
along a continuum from observation/participation to "total teach"; 
3) treating the student teacher as a co-worker or a professional peer; 
A) modeling a variety of practices worthy of imitation in instruction, 
management and communication; 5) assisting the student teacher in 
planning both prior to, and during the practicum experience; 6) 
providing consistent and critical feedback along with helpful rec¬ 
ommendations/suggestions for improvement; 7) conferencing regularly 
with the student teacher; and, finally, 8) providing personal support 
of a psychological and/or emotional nature. 
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CHAPTER III 
RESEARCH DESIGN AND PROCEDURES 
In this chapter, the design of the study will be presented according 
to the three research questions which guided the study. Descriptions of 
the sample, the instruments, and the methods used to collect the data 
are provided. Also described are the methods used to organize and 
analyze the data gathered. 
Question I: What are the behaviors of selected cooperating teachers 
that are perceived to be effective by cooperating teachers, student 
teachers, and graduates of teacher preparation programs in preparing 
prospective elementary teachers? 
Sample Selection 
Teacher Preparation Programs * 
There are fourteen elementary teacher preparation programs in 
western Massachusetts that are approved through the Interstate 
Certification Compact. For this study, western Massachusetts is defined 
as all of Worcester County west to, and inclusive of Berkshire County. 
This population contains two public/private universities, four state 
colleges and eight private colleges. Pseudonyms have been used to 
identify the colleges/universities involved in this study (see Appendix 
A). A stratified convenience sample of three elementary teacher pre¬ 
paration programs was selected by non-probability sampling both for 
representativeness of the range of institutions preparing prospective 
elementary teachers in this section of the Commonwealth and accessi¬ 
bility by the researcher. They included a state university, a state 
college and a private college. 
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This study included three types of participants affiliated with 
each of the three selected colleges/universities: cooperating teachers, 
student teachers and graduates of teacher preparation programs. 
Cooperating Teachers 
Letters were sent to the institutional contact persons for teacher 
certification at each of the three colleges/universities (Appendix B). 
The following information was requested: 
1* a list of students enrolled in the elementary practicum during 
the Fall, 1985 semester; 
2. a list of cooperating teachers who supervised these student 
teachers in their classrooms on a regular basis; 
3* a list of school sites to which student teachers were assigned; 
4. a list of May, 1985 graduates who completed the elementary 
student teaching experience, their home addresses and home 
phone numbers. 
At two of the three selected institutions, elementary student 
teachers completed a full practicum with one cooperating teacher. At 
the third institution students completed a split practicum; they spent 
eight weeks in one placement and eight weeks in another with two 
separate cooperating teachers. For this study only second placement 
cooperating teachers and sites were considered for the sample for two 
reasons. First, cooperating teacher/student teacher dyads were sought 
for interviews. It was conceivable that two cooperating teachers who 
worked with one student teacher could be identified as effective 
cooperating teachers. Since one student teacher and one cooperating 
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teacher that formed a distinct dyad was desirable, cooperating teachers 
from the first placement were excluded. Second, student teachers who 
had already completed one phase of student teaching with a cooperating 
teacher and were then placed with another cooperating teacher for che 
second phase would be more familiar with the role and function of a 
cooperating teacher and consequently more perceptive about effective 
behaviors. 
Within three weeks the researcher received the requested 
information from Mulberry University and Pine College. The culture of 
Beech State College was such that seven requests by letter, telephone 
and personal appearance had to be made before the necessary information 
was obtained in mid-November. At that point twenty-five school sites 
affiliated with the three preparing institutions were assigned to one of 
three groups - urban, rural or suburban. Pseudonyms were used for the 
schools and sites (see Table 1). From the suburban category a random 
sample of seven school sites was selected. Since there were exactly 
five urban sites and seven rural sites each urban and rural site was 
retained. Consequently, there were five urban, seven rural and seven 
suburban schools (see Table 2)s The assignment of a school to one of 
the three categories was validated by the building principal at the time 
of the school visit. 
The principals of each of these schools were sent introductory 
letters explaining the purpose of the study (see Appendix C). The 
letters were followed by phone calls to principals the following week to 
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TABLE 2 
RANDOM SAMPLE OF SCHOOL SITES 
URBAN SCHOOLS 
(N=5) 
1. Addison Street School 
2. Eaton School 
3. Farmington School 
4. Madison School 
5. Quimby School 
RURAL SCHOOLS 
(N=7) 
1. Woodman Elementary School 
2. Barker Elementary School 
3. Waterville Elementary School 
4. Hamlin Elementary School 
5. Stockton Elementary School 
6. Mapleton School 
7. Winterville Elementary School 
SUBURBAN SCHOOLS 
(N=7 ) 
1. Oakland Elementary School 
2. Carson School 
3. Fairfield Elementary School 
4. Belmont School 
5. Newtown School ^ 
6. Crystal Elementary School 
7. Rockport Elementary School 
8. Carson School (Alternate) 
9. Pleasant Valley School (Alternate) 
^ Two written forms of correspondence were sent to the principal of 
Crystal Elementary School, Crystal. They were followed by phone 
calls. The principal chose not to participate in this study. 
Several phone calls were made to the principal at Rockport 
Elementary. She was not available due to responsibilities within her 
building and family illness. 
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schedule school visits by the researcher at which time effective 
cooperating teachers within their buildings would be Identified. As 
many as eight calls were made to some principals' offices followed by 
personal visits to gain their cooperation. Repeated calls to two 
suburban principals resulted In final refusals to participate. Con- 
sequently, two alternate suburban schools were selected. Over a four 
week period nineteen principals of nineteen diverse elementary schools 
were visited in western Massachusetts. To monitor correspondence with 
these principals, a checklist was developed and maintained by the 
researcher (see Appendix D). 
A written description based on research of an effective cooper¬ 
ating teacher in terms of student teaching outcomes and effective 
teaching practices was presented to each building principal during the 
school visit (see Appendix E). Four types of outcome measures were 
incorporated into the description of the effective cooperating teacher. 
These student teaching outcomes included satisfactory demonstration of 
the program standards, satisfaction with the experience, how well each 
triad member executed his/her responsibilities and whether original 
expectations about student teaching were met. A rather extensive 
review of the literature on student teaching outcomes by the researcher 
revealed little more than programmatic outcomes described by individual 
institutions and/or those identified by regulatory boards such as state 
and national accrediting organizations. Lack of research evidence on 
student teacher outcomes was further corroborated by personal communi- 
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cation with Gary Grlffm.221 I„ addition, selected effective teaching 
practices were included in the description.222 
The principal at each school site read the description and then 
was asked if there were any cooperating teachers within his/her building 
that matched the ideal description. The principal was not told by the 
researcher that she wanted effective cooperating teachers affiliated 
with the three selected colleges/universities during the Fall, 1985 
semester. Rather, the researcher asked which classroom teachers in your 
building would you recommend to provide the best student teaching 
experience to prospective elementary teachers? Which cooperating 
teachers would best match the description of Mrs. Brown? Whom would 
you consider to be effective cooperating teachers? 
School visits to identify effective cooperating teachers resulted 
in a range of responses from everyone in the building being identified 
as an effective cooperating teacher to just one being selected. The 
suburban principal at Oakland Elementary stated: 
I have seventeen effective classroom teachers. All seventeen 
would make good cooperating teachers. I have an excellent 
faculty. 
Fewer than half the principals indicated that the cooperating teacher 
must be an "effective/good" teacher. Most common criteria cited for 
the selection of an effective cooperating teacher were that he/she be 
experienced and be willing to work with a student teacher. When asked 
who is an effective cooperating teacher in terms of student teaching 
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outcomes, the principal at Stockton Elementary replied, "Well, let me 
see. Who's had one in the past?" 
After each principal identified effective cooperating teachers 
within his/her building the names of those identified were compared with 
the lists of cooperating teachers for Fall, 1985 obtained from each of 
the three colleges/universities. In all but three cases the cooperating 
teachers assigned student teachers during Fall, 1985 by one of the three 
institutions were identified as effective by the principals at the 
sites. 
In one setting familiar to the researcher the researcher asked the 
principal why a specific cooperating teacher was not identified as 
effective. The principal replied that the cooperating teacher was not a 
strong enough teacher, that he was "too green." However, the same 
principal had arranged and endorsed that present placement. Con¬ 
sequently, there were twenty-four effective cooperating teachers 
identified who matched the ideal. No more than fifteen cooperating 
teachers were included in the sample. Therefore fifteen cooperating 
teachers were randomly selected, five er.ch from the urban, rural and 
suburban groups. Three cooperating teachers were chosen as alternates 
at this time. 
Letters requesting their cooperation were sent to each of the 
fifteen cooperating teachers (see Appendix F). The letters described 
the purpose and methodology of the study and included response forms 
with stamped, self-addressed envelopes to be returned to the researcher 
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(see Appendix G). Three types of correspondence were also sent to 
principals. First, principals whose teachers were selected were sent 
letters informing them of the progress of the study and the requested 
involvement of their teachers in it (see Appendix H). Second, 
principals whose teachers were not selected for the sample were sent 
letters by the researcher expressing gratitude to them for their 
assistance (see Appendix I). Third, principals whose teachers were 
selected as alternates for the sample were informed that they might be 
contacted at a later date regarding the possible involvement of these 
teachers in the study (see Appendix J). 
Seven response forms from cooperating teachers were received. A 
second request by personal note within three weeks to non-respondents 
followed. This elicited five more responses. A third request by 
personal note to three cooperating teachers resulted in one further 
response. Consequently, the three alternate cooperating teachers 
previously selected randomly were contacted in the above manner (see 
Appendix F). Principals at these alternate sites were likewise 
contacted (sv-e Appendix K). Two additional alternates were selected 
and consequently participated in the study. A correspondence checklist 
for cooperating teachers was maintained by the researcher to keep track 
of all communication with respondents (see Appendix L). 
Of the cooperating teachers two were males and thirteen, females. 
Each classroom level was represented with the majority of cooperating 
teachers at the second and fourth grade levels. The mean age was 42.1 
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with a range from 30 to 60 years of age. AH were Anglo representing 
11 different ethnic groups. Two thirds of the cooperating teachers 
(10 out of 15) majored In elementary education as undergraduates. 
Seven had obtained Masters of Education degrees. The mean number of 
years of teaching was 14.8 with a range from eight to 30. The average 
number of years at the current grade level was 8.3 with a range from 
two to 18. Wide ranges of experience as a cooperating teacher were 
evident. For one Pine College cooperating teacher, the present ex¬ 
perience was her first in that role. In contrast, a Mulberry University 
cooperating teacher had served in that capacity for almost three 
decades. Table 3 summarizes the demographic characteristics of the 
cooperating teacher sample. 
Student Teachers 
The student teachers assigned to those selected cooperating 
teachers identified as effective by their principals comprised the 
sample. Letters eliciting their cooperation were sent to each of the 
fifteen student teachers identified (see Appendix M). The letters 
described the purpose and methodology of the study. They included 
response forms with stamped, self-addressed envelopes to be returned to 
the researcher. Three response forms were received within two weeks. 
The original request was followed by a second handwritten personal 
request to the twelve non-respondents. This elicited the return of 
nine response forms indicating interest in the study. A third written 
request by personal note to the three non-respondents yielded one 
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TABLE 3 
DEMOGRAPHIC CHARACTERISTICS OF COOPERATING TEACHER SAMPLE 
15 
ASe 30-35 5 
36-40 3 
41-45 1 
46-50 4 
51-60 _2 
15 
Gender Male 2 
Female 13 
15 
Degree Level BA/BS 8 
M.Ed. 6 
M.Ed.+ _1 
15 
Undergraduate Major Elementary Education 10 
English 1 
Music Education 1 
Fine Arts/Geology 1 
Psychology 1 
Environmental Science 1 
15 
Years Teaching Experience 1-5 years 0 
6-10 years 4 
11-15 years 5 
16-20 years 4 
20 or more years _2 
15 
Years at Present Level 1-5 5 
6-10 4 
11-15 4 
16-20 _2 
15 
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further response. It Is Interesting to note that two student teachers 
who failed to respond worked with two cooperating teachers who also 
failed to respond. Each student teacher who returned a response fore 
was then contacted by telephone by the researcher to elicit her 
cooperation. A correspondence checklist for student teachers was 
maintained by the researcher to oversee communication with this group 
(see Appendix N). 
Graduates of Teacher Preparation Programs 
Concurrent with the request for student teachers and cooperating 
teachers during Fall, 1985, a request was made to the contact persons at 
each of the three institutions for a list of the 1985 graduates who 
completed the elementary student teaching experience, their home 
addresses and home telephone numbers. At two of the three colleges/ 
universities this original request had to be followed up by individual 
requests to Alumni/Alumnae Offices (see Appendix (0). There were 
thirty-five graduates from Beech State College, fifty-three from 
Mulberry University and fifteen from Pine College for a combined 
population of 103 elementary gtaduates who completed the student 
teaching experience. From that population a random sample of fifteen 
graduates was drawn. An additional pool of fifteen graduates was 
selected as alternates at that time in case graduates were unwilling or 
unable to participate. The graduates were likewise informed of the 
study by letters and invited to participate (see Appendix P). Letters 
were sent to the first fifteen. Response forms and stamped, self- 
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Twelve addressed envelopes were enclosed for their convenience, 
graduates responded. The respondents were then contacted by telephone 
to describe the purpose and general methods of the study and to elicit 
their support. Correspondence was sent to additional graduates until a 
pool of fifteen graduates was obtained. Likewise, a correspondence 
checklist was maintained by the researcher to monitor response by 
graduates (see Appendix Q). 
Instrumentation 
Interview Guide 
The specific objectives of the interview were to 1) generate a list 
of behaviors of cooperating teachers that were perceived by cooperating 
teachers, student teachers and graduates of teacher preparation programs 
to be effective in preparing elementary teachers and 2) to elicit 
examples of anecdotes in which those effective behaviors were 
demonstrated. 
An interview guide containing open-ended questions was developed by 
the researcher for each group of respondents and divided into two parts 
as follows (see Appendixes R, S and T). 
Part one addressed the overall perceptions of cooperating teachers, 
student teachers and graduates of teacher preparation programs, as they 
engaged in the student teaching experience toward the behaviors of 
cooperating teachers thought to be effective in preparing student 
teachers for the profession. Each subsample was asked to identify 
behaviors, in general of cooperating teachers perceived to be effective 
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daring the practicum. They were asked to give examples of how those 
effective behaviors were demonstrated during the student teaching 
experience. 
—— tW° addressed the perceptions of cooperating teachers, student 
teachers and graduates of teacher preparation programs toward behaviors 
of cooperating teachers thought to be effective in enabling elementary 
student teachers to demonstrate competence in a common set of five 
program standards. To obtain an elementary teaching certificate in 
Massachusetts the teaching candidate must demonstrate competence in 
these five program standards which include; 1) subject matter knowledge; 
2) communication; 3) curriculum and management; 4) evaluation; and 5) 
human dignity. Thus the selection of interview questions for part two 
was guided by these five required standards of the elementary certi¬ 
ficate contained within the Massachusetts Regulations For The 
Certification Of Educational Personnel (see Appendix U). Each subsample 
was asked to provide examples of anecdotes in which those effective 
behaviors were demonstrated during the student teaching experience. 
The interview guide was sent to three colleagues at institut'oris 
with approved undergraduate elementary teacher preparation programs in 
Massachusetts that were not included in the sample for this question 
(see Appendix V). They included a Dean of Psychology and Education at a 
private college as well as the Education and Psychology Chairs at two 
private colleges. Each reviewed the interview guide for clarity, 
relevance and importance and its effectiveness in answering the research 
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question. Input was received fro* each of the three teacher educators 
and Incorporated into a revision of the Interview guide. 
Me thodology 
The interview guide was pretested on three student teachers and 
three cooperating teachers who were involved in the student teaching 
experience through the researcher's home institution in the fall of 
1984. The pretest was conducted to evaluate and improve the interview 
guide and the interview procedure, to help the researcher gain ex¬ 
perience in using the procedure and to perfect the nature of the 
open-ended questions. The student teachers from the fall of 1984 who 
were then graduates of the institution and the cooperating teachers 
interviewed for the pretest were not considered for the main study 
sample. 
Informal dialogue followed each pretest. Although the student 
teachers were very fruitful informants because of their close ties to 
the researcher, discussions focused on the openness and willingness of 
current student teachers from the researcher's home institution and 
other institutions to discuss comfortably their student teaching 
experiences. At this point it was decided by the researcher that she 
would interview the cooperating teachers and the graduates affiliated 
with the three selected institutions. Interviews of student teachers 
for the study would be conducted by a selected student teacher from the 
fall of 1985 at the researcher's home institution. 
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The selected student teacher was an older, non-traditional student 
who had a B.A. degree in English from a state university and had amassed 
sixty additional graduate credits in business. She had extensive 
experience in interviewing. Training was carried out in two phases. In 
the first phase, the trainee was given a copy of the proposed study as 
well as the interview guides to gain familiarity with the questions. 
Conference time was scheduled between the researcher and the trainee to 
explain further the study and to clarify questions or concerns regarding 
the guides. Interview conditions, necessary safeguards, and similar 
information were discussed. In the second phase, five pre-tests were 
scheduled as part of the training procedure. The subjects included 1) 
an adjunct faculty member at the researcher's institution who had served 
as a cooperating teacher in the past and 2) four student teachers who 
had completed the elementary student teaching experience at the re¬ 
searcher's institution in the fall of 1985 but who had not been selected 
for the sample. 
The trainee conducted the interview with the adjunct faculty member 
who was familiar with interview research techniques and with the re¬ 
searcher, as observer. Corrective feedback was given to the trainee 
both during, and at the end of the pre-test. Following the scheduled 
interviews with two of the student teachers, the researcher and the 
trainee conferenced. The audiotapes were reviewed question by question 
for both interviews. Wording of questions, follow-up probes and 
appropriate feedback to the subjects were discussed. Although it seemed 
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unnecessary at the time to conduct the two additional pre-tests both the 
researcher and trainee decided that it was better to do so. A follow-up 
session similar to the session above was held. Both the researcher and 
the trainee listened to each other's audiotapes for the pre-test and 
mutually agreed on correct procedure and approach. 
Face-to-face interviews were administered individually to the 
student teachers and cooperating teachers affiliated with the three 
institutions during the semester following the student teaching 
experience (Spring, 1986). They averaged approximately one and one-half 
to two hours in length. All of the student teachers and cooperating 
teachers welcomed the opportunity to speak about the experience. They 
were eager to relate individual anecdotes and to raise issues and 
concerns about the experience. 
The subjects were contacted by phone to arrange a mutually con¬ 
venient time and place for conducting the interviews. All of the 
interviews with cooperating teachers were conducted at their elementary 
schools both during, and at the close of the school day. Interviews 
with student teachers ware conducted in their homes/apartments, 
dormitory rooms, conference rooms at their colleges or the researcher's 
office at her home institution. 
Telephone, rather than face-to-face interviews were conducted with 
the graduates of teacher preparation programs affiliated with the three 
selected institutions during the Spring 1986 semester for two reasons. 
First, the graduates lived in diverse geographical locations both 
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within, and outside of Massachusetts that were not readily accessible to 
the researcher. Second, the data sought through the interview guide 
could be obtained as readily and as fruitfully by telephone, as by 
face-to-face interviews. 
The telephone interviews were approximately one to one and a half 
hours in length. They were conducted evenings and on weekends at a time 
convenient for the respondent. Prior to the interviews the researcher 
asked permission of each respondent to tape record the interview. The 
respondents were assured that the information provided would be 
anonymous and reported only in group form. All responses would be held 
in strictest confidence and used for research purposes only. Con¬ 
sequently, all of the interviews were tape recorded, transcribed and 
analyzed to identify the behaviors of cooperating teachers thought to be 
effective in preparing prospective elementary teachers. All of the 
respondents were enthusiastic and positive in their response. Tran¬ 
scriptions of the interviews resulted in over one thousand pages of 
data. 
Part ^ric of all interview transcriptions was analyzed separately. 
The effective behaviors reported by each respondent and the anecdotes 
that illustrated them were coded and entered individually on 5 x 8 index 
cards. This procedure was followed for all subjects in each of the 
three groups. The cards containing the effective behaviors reported by 
all three groups were then combined, grouped according to similar 
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behaviors, labeled by group, arranged by frequency and Chen listed by 
subsamples as well as by total sample. 
Analysis of the data for part two of the interview guide followed 
the same procedure as that employed for part one. The five standards 
constituted predetermined categories into which effective behaviors 
specific to each standard were classified. Rather than generating a 
cumulative list of effective behaviors for all five standards combined, 
a list of effective behaviors was generated by standard. 
Frequency tables for the effective behaviors reported in general, 
and by individual standards for the total sample, as well as each of 
the three subsamples, were presented along with extensive supportive 
evidence from the literature for the behaviors to three judges. The 
effective behaviors were condensed into categories by the researcher in 
correspondence to their occurrence within the student teaching ex¬ 
perience, then supported by documentation from the literature and 
finally presented to the three judges for their decisions. Through the 
use of content analysis an attempt was made to compress the listing of 
effective behaviors into as few inclusive categories as possible without 
blurring the limits of the categories. The categories were then de¬ 
scribed in a clear and unambiguous way by words or a label. In addition 
to the proposed categories for effective behaviors, a category for Other 
was included for those effective behaviors that seemed relevant but did 
not fit other categories. See Appendix W for a sample of frequency 
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tables presented to the judges. See Appendix X for a sample section 
from the Supportive Evidence From the Literature. 
The judges included a teacher educator, an elementary classroom 
teacher and an elementary principal who had been approached by the 
researcher on both a personal level and through written correspondence 
(see Appendix Y). Two of the judges had earned Ed.D.'s; the third was 
working toward an Ed.D. They were asked to decide which effective 
behaviors should be accepted or rejected as they matched the supportive 
evidence from the literature against the frequencies of effective 
behaviors reported in the interviews. Their decisions were recorded on 
summary sheets (see Appendix Z). Rationales for the rejection of 
effective behaviors were specifically requested by the researcher. 
Rationales for the acceptance of effective behaviors were provided oa 
an optional basis. Final acceptance of an effective behavior for this 
study required majority agreement amongst the three judges. 
Question 2: What are the differentiated ways in which selected 
elementary teacher preparation programs work with the cooperating 
teacher during the practicum? 
Sample Selection 
The sample for this question included: 1) the institutional reports for 
approved elementary teacher preparation programs in western 
Massachusetts submitted to the Bureau of Teacher Preparation, 
Certification and Placement; 2) the contact persons for elementary 
teacher preparation programs at three selected colleges/universities in 
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western Massachusetts; 3) additional documentation obtained from eleven 
selected contact persons for approved elementary teacher preparation 
programs in western Massachusetts; and 4) a selected sample of fifteen 
effective cooperating teachers affiliated with three colleges/ 
universities in western Massachusetts. 
Institutional Reports 
There are fourteen approved elementary teacher preparation programs 
in western Massachusetts. For question two western Massachusetts is 
defined the same as in question one. It embraces all of Worcester 
County west to, and inclusive of Berkshire County. The selected sample 
consisted of institutions of three different types, as follows: 
2. Public Colleges 3. Private Colleges 1. Public/Private 
Universities 
Mulberry University 
(I/A) 
Forsythia University 
(I/B) 
Magnolia State College 
(I/C) 
Maple State College 
(I/D) 
Beech State College 
(I/E) 
Dogwood State College 
(I/F) 
Barberry College 
(I/G) 
Juniper College 
(I/H) 
Cedar College 
(I/I) 
Blue Spruce College 
(I/J) 
Pine College 
(I/K) 
Hemlock College 
(I/L) 
Laurel College 
(I/M) 
Boxwood College 
(I/N) 
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The researcher gained permission from the Director and staff of the 
Bureau of Teacher Preparation, Certification and Placement in Quincy, 
Massachusetts to review the fourteen institutional self-study reports 
prepared by the aforementioned colleges/universities in western 
Massachusetts as a component of the program approval process for the 
elementary certificate in Massachusetts. The Director and staff were 
supportive, encouraging, and interested in the progress of the study. A 
work space was made available to the researcher at the Bureau. 
Institutional Contact Persons 
Institutional representatives identified by the Bureau, or their 
designees, of the three elementary teacher preparation programs selected 
for the stratified sample in question one comprised the sample of 
contact persons to be interviewed for question two. These included the 
institutional contact persons at Pine College and Beech State College 
and a designee at Mulberry University. 
A letter, describing the purpose and methodology of the study and 
enlisting their cooperation was sent to the contact persons at each of 
the three institutions selected (see Appendix AA). A response form and 
a stamped, self-addressed envelope were enclosed to facilitate their 
response to the request. Upon receipt of the response form by the 
researcher a telephone call ensued in which the general nature of the 
study was discussed with each contact person/designee and an appointment 
was scheduled to conduct the interview. 
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Additional Documentation 
The institutional representatives of the eleven approved elementary 
teacher preparation programs in western Massachusetts not selected for 
interviews were contacted through written correspondence for further 
clarification regarding existing practices reported in their ICC 
reports, and, for additional documentation regarding the modification of 
the reported practices, or the addition of new practices. 
Contact persons at the following institutions comprised the sample. 
1. Public/Private 
Universities 
2. Public Colleges 3. Private Colleges 
Forsythia University 
(I/B) 
Magnolia State College Barberry College 
(I/C) (I/G) 
Maple State College Juniper College 
(I/D) (I/H) 
Dogwood State College Cedar College 
(I/F) (I/I) 
Blue Spruce College 
(I/J) 
Hemlock College 
(I/L) 
Laurel College 
(I/M) 
Boxwood College 
(I/N) 
A letter describing the purpose and methodology of the study was 
sent to each contact person (see Appendix BB). Enclosed was a form to 
elicit further documentation regarding unreported formal/informal 
practices not revealed by the ICC report (see Appendix CC). A second 
enclosure included a printout, by institution, of the practices found in 
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that institution's ICC report (see Appendix DD). The contact persons 
were asked to verify the practices as to accuracy for their own 
institutions. Eight of the eleven contact persons at the above 
institutions responded, thus comprising the actual sample. To monitor 
correspondence with these eleven contact persons a check-list was 
developed and maintained by the researcher (see Appendix EE). Individual 
acknowledgements to each institutional contact person for additional 
documentation received were sent by the researcher (see Appendix FF). 
Cooperating Teachers 
The fifteen effective cooperating teachers identified in question 
one comprised the selected sample of cooperating teacher for question 
two. 
Instrumentation 
Review Guide for Institutional Reports 
The self-study/institutional reports prepared by the fourteen 
institutions in seeking approval for elementary teacher preparation 
programs, and submitted to the Bur'au of Teacher Preparation, 
Certification and Placement were examined to determine the kind of 
expressed interaction that exists between the college/university and the 
cooperating teacher. As a preliminary step three to four institutional 
reports were reviewed to determine where, in the reports, documentation 
on cooperating teachers would likely be found. The "Guidelines 
Checklist" distributed by the Bureau of Teacher Preparation 
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Certification and Placement to those responsible for writing and/or 
compiling ICC reports at colleges/universities was likewise probed to 
determine where in the report data on cooperating teachers and their 
relationship with colleges/universities would likely be required or 
strongly recommended. In addition the Team Handbook utilized by 
visiting team members that evaluate proposed ICC programs was examined 
to identify how and where the cooperating teacher's link to the 
college/university is observed and evaluated. 
On the basis of these three probes a form was developed by the 
researcher to systematically and consistently extract data from the 
fourteen ICC documents on cooperating teachers and their interaction 
with the college or university during the practicura (see Appendix GG). 
Although all fourteen self-study reports were scanned for descriptive 
information on cooperating teachers, four sections in each report were 
carefully combed. They were: 1) Evaluation and Development; 2) Faculty 
Qualifications and Responsibilities; and 3) Relationships with 
Cooperating Schools, included as institutional standards in the 
Regulations For The Certification Of Educational Personnel in 
Massachusetts, as well as 4) Supervision of a Practicum under the 
224 
General Provisions of the same regulations. 
Interview Guide for Contact Persons 
The specific objectives of the interview with contact persons/ 
designees were to 1) establish the parameters of formalized procedures 
by which colleges and universities worked with the cooperating teacher 
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during the practicum, and 2) describe the informal mechanisms by which 
colleges and universities promoted interaction with the cooperating 
teacher during the practicum. 
An interview guide containing open-ended questions was developed to 
elicit the current state of the art in the preparation of cooperating 
teachers (see Appendix HH, Part One). It was pretested prior to its use 
in the study on two directors of teacher education in Massachusetts. 
The pretest was conducted to evaluate and improve the interview guide 
and the interview procedure. The directors of teacher education 
interviewed for the pretest were not considered for the main, sample of 
contact persons. 
Form for Additional Documentation 
The specific objectives for eliciting additional written 
documentation from eleven of the fourteen contact persons for approved 
elementary programs were: 1) to validate the practices reported in the 
ICC reports; 2) to clarify practices and/or descriptions, where 
appropriate; 3) to modify the reported practice and/cr description, as 
needed: and 4) to list additional and/or projected practices. 
Correspondence was sent to each of the eleven contact persons 
explaining the purpose and methodology of the study and asking for their 
assistance. A form was enclosed to be completed by contact persons 
regarding present, .unreported and/or projected practices with 
cooperating teachers during the practicum. In addition, a printout of 
practices by institution with accompanying descriptions taken from 
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individual ICC reports was enclosed to the respective institutions. 
Contact persons were asked to look over the enclosed practices for 
accuracy as to how the particular college/university worked with the 
cooperating teacher during the practicum. 
Interview Guide for Cooperating Teachers 
The specific objective of the interview was to have cooperating 
teachers identify the various ways in which a particular college or 
university worked with them during the practicum. Open-ended questions 
were developed to form Part Three of the interview guide for cooperating 
teachers previously outlined in Question One (see Appendix R, Part 
Three). The pretesting of Part Three was identical to, and a component 
of the format employed for Parts One and Two of the interview guide for 
cooperating teachers. 
Methodology 
The methodology used to gather data for this question follows. To 
determine the answer to this question four separate approaches were 
utilized which correspond to the samples selected. 
Institutional Reports 
The researcher reviewed each of the fourteen ICC self-study/ 
institutional reports that were submitted to the Bureau of Teacher 
Preparation, Certification and Placement in Quincy, Massachusetts. 
First, the entire ICC report was scanned for format and to gain a 
general picture of teacher preparation programs at each college/ 
university. Sometimes this involved the review of one overall 
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volume and sometimes a second additional volume, specific to the 
elementary teacher preparation program. 
Then, the researcher focused on the four specific areas identified 
on the form: Evaluation and Development; Faculty Qualifications and 
Responsibilities; Relationships with Cooperating Schools; and, 
Supervision of a Practicum. Whenever the cooperating teacher was 
mentioned in a section of the report, that passage was copied verbatim 
onto the form and referenced as to section, page number, volume. 
After all fourteen reports were reviewed the forms, upon which the 
data were recorded were analyzed to identify the practices by which 
colleges/universities worked with the cooperating teacher during the 
practicum along with descriptions of those practices. Each practice 
indicated was noted on an index card along with a description of the 
practice. Each card was coded according to the institution reporting 
the practice and the data source for the practice, as in I/K, meaning 
ICC 
that the practice came from Institution K and was found in its ICC 
report. Practices and their descriptions from all fourteen institutions 
were combined, categorized, labeled and listed by frequency. 
Institutional Contact Persons 
Face-to-face interviews were held with the contact persons/ 
designees from each of the three colleges/universities at their home 
institutions. In-depth interviews lasted approximately an hour. How¬ 
ever, one interview with the contact person at Beech State College 
lasted approximately two hours. Prior to the interview the respondent 
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was assured that the information provided would be anonymous and 
reported only in group form. All responses were held in strictest 
confidence and used for research purposes only. 
The interviews were tape recorded and later transcribed. The 
transcriptions were analyzed to identify the differentiated ways in 
which these elementary teacher preparation programs worked with the 
cooperating teacher during the practicum. Each practice indicated by 
the contact person/designee for how the college/university worked with 
the cooperating teacher was noted on an index card along with the 
description of the practice by the contact person/designee. Each card 
was coded according to the institutional contact person reporting the 
practice, as in I/F. Practices and their descriptions from the three 
CP 
contact persons were combined, categorized, labeled and listed by 
frequency. Summaries of practices by institution were produced along 
with a group summary. 
Additional Documentation 
Additional written documentation was sought from the contact 
persons of the eleven approved elementary education programs not 
interviewed for Question Two. Additional documentation obtained was 
categorized in three ways - clarification of the existing practice, 
modification of the existing practice and the addition of new practices. 
Contact persons first received a printout of reported ICC practices for 
their particular institutions. They were requested to review the 
printout for accuracy as to how the printout truly reflected the 
relationship between their institution and the cooperating teachers 
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affiliated with them. Notations were indicated by them on the print¬ 
out. When the additional documentation clarified the existing 
practice, the practice as well as the clarification of the description 
were noted on an index card. It was stated parenthetically that the 
documentation was a clarification. 
When the additional documentation modified the existing ICC 
practice reported, the practice as well as the modification were also 
entered on an index card and it was stated parenthetically. If the 
modification nullified the description previously reported the modifi¬ 
cation was accepted as the existing practice. In a few instances this 
required changing recorded practices in certain categories to their 
placement in other categories. 
Additional practices were elicited by use of a form to identify 
formal and informal practices not previously identified by the 
institution. All additional formal and informal practices reported 
were summarized by institution. When appropriate, the additional 
practice was likewise entered on an index card with a corresponding 
description and coded. Likewise, these practices and descriptions 
were combined, categorized, labeled and listed by frequency. 
Cooperating Teachers 
The administration of Part Three of the interview guide for 
cooperating teachers was identical to the format employed for Parts One 
and Two. Data on current practices gleaned from interviews with 
cooperating teachers were analyzed. Each practice reported by 
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cooperating teachers was noted on an index card along with descriptions 
and coded according to the institution the cooperating teacher was 
affiliated with and the specific source for the practice. For example, 
the code would Indicate that the affiliated institution was K and 
the informant was CT7. In like fashion, the practices and their de¬ 
scriptions were combined, categorized, labeled and listed by frequency. 
To ensure that each existing practice at each college/university 
was recorded once per institution since it was possible that the same 
practice could be reported one to three times by the respective sources 
employed, summary sheets on individual practices were prepared (see 
Appendix II). A specific practice appeared as a heading on a summary 
sheet. The four sources from which the practices could be reported were 
entered along the top portion. The institutions of higher education 
preparing elementary teachers in western Massachusetts were entered 
along the other side. As each practice was reported by one of the four 
sources at a specific college/university, that practice was recorded on 
the summary sheet in the appropriate column. This system would allow 
the researcher to identify practices reported only by one of the fo-r 
sources as well as to identify practices consistently reported by three 
sources. 
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Question 
colleges 
schools 
3: How can elementary teacher preparation programs in 
/universities link with cooperating teachers in elementary 
in a manner that is likely to increase the effectiveness 
of the practicum experienceT ~ 
Sample Selection 
Institutional Contact Persons 
The three contact persons selected by the procedure described in 
question two comprised the sample of contact persons for question three. 
Cooperating Teachers 
The fifteen effective cooperating teachers selected by their 
building principals, as described in questions one and two comprised 
the selected sample of cooperating teachers for question three. 
Instrumentation 
Interview Guide for 
Institutional Contact Persons 
A partial response to question three was sought by interviewing the 
selected sample of contact persons for elementary teacher preparation 
programs in western Massachusetts. The specific objective of the 
interview was to generate potentially constructive procedures for 
increasing the effectiveness of the student teaching experience. 
Open-ended questions were developed to form Part Two of the interview 
guide for contact persons outlined previously in question two (see 
Appendix HH, Part Two). 
Interview Guide for 
Cooperating Teachers 
Further response to question three was sought by interviewing the 
selected sample of cooperating teachers to spawn potentially con- 
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structive procedures for increasing the effectiveness of the practicum. 
One open-ended question was developed for Part Three of the interview 
guide for cooperating teachers previously outlined in question two (see 
Appendix R, Part Three, Question Five). The pretesting of Part Three 
was identical to the format employed for Parts One and Two of the 
interview guide for cooperating teachers. 
Methodology 
Institutional Contact Persons 
Face-to-face interviews were held with the contact persons/ 
designees from each of the three institutions as stated for question 
two. In-depth interviews lasted approximately an hour. The interviews 
were tape recorded and later transcribed. The transcriptions were 
analyzed to identify potentially constructive procedures for linking 
elementary teacher preparation programs in colleges/universities with 
cooperating teachers in elementary schools in a way likely to increase 
the effectiveness of the practicum experience. 
Each suggested practice indicated by the contact person/designee 
was noted on an index card along with the narrative statement and/or 
description of the practice by the contact person/designee. Each card 
was coded according to the institutional contact person reporting the 
suggested practice. The suggestions and their descriptions were com¬ 
bined, categorized, labeled and listed by frequency. Summaries of 
suggested practices for each of the three institutions were produced. 
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Cooperating Teachers 
The administration of Part Three of the interview guide for 
cooperating teachers was identical to the format employed for Parts One 
and Two, as stated for question two. Data on suggested practices 
gleaned from interviews with cooperating teachers were analyzed. Each 
suggested practice was noted on an index card along with narrative 
comments and/or descriptions and, coded according to the institution the 
cooperating teacher was presently affiliated with and the specific 
source. All suggested practices by cooperating teachers were summarized 
in total and by institutions. 
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CHAPTER IV 
ANALYSIS OF DATA 
The analysis of data is presented according to the three research 
questions that guided the study. 
Research Question 1 
To identify the behaviors of cooperating teachers perceived to be 
effective during the practicum, the researcher and an assistant inter¬ 
viewed cooperating teachers, student teachers and graduates of ele¬ 
mentary teacher preparation programs affiliated with Beech State, 
Mulberry University and Pine College. The length of the interviews 
ranged from forty-five minutes to two and one-half hours with most 
averaging one and one-half hours. The interviews were recorded on 
audiotape and later transcribed. Over one thousand pages of tran¬ 
scriptions were then reviewed by the researcher in their entirety 
against the original tapes to assure the precision and completeness of 
their content and then duplicated. 
The researcher analyzed the responses to part one of the inter¬ 
view guile separately for each group before proceeding to the separate 
analysis of responses to the six sections of part two. For each part 
and/or section the effective behaviors and their surrounding context 
were underlined, cut and pasted onto five by eight index cards with the 
effective behavior and its corresponding anecdote specified separately. 
The effective behaviors and anecdotes from each of the three groups 
were combined by section, grouped according to similarity, labeled, 
arranged by frequency and then, listed. 
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The interviews resulted in 1,084 anecdotes and 185 effective 
behaviors that went through a series of developmental stages. First, 
the 185 effective behaviors obtained by the researcher were listed 
according to their frequency within each portion of the interview 
guide and appear in Appendix JJ. Then, the 185 effective behaviors 
were compressed into fourteen distinct categories and arranged by the 
researcher in correspondence to their occurrence within the student 
teaching experience. Because there was such a large number of effective 
behaviors, division of them into categories allowed the researcher 
to generalize effective cooperating teacher behavior for the con¬ 
venience of the judges and also, the reader (see Appendix KK). 
The listings of effective behaviors by frequency and categories, 
along with thirty-five tables visually representing the effective 
behaviors of the groups, individually and, in combination for each 
part/section were presented to the teacher educator, elementary 
principal and elementary classroom teacher selected as judges. See 
Tables 4 through 10 for group summaries of effective behaviors in 
general and by individual sections. In addition, the three judges 
received a rather exhaustive document compiled from the literature by 
the researcher which included supportive evidence for the effective 
behaviors reported by the sample. As appropriate, non-supportive 
evidence for the reported effective behaviors was likewise provided. 
This compilation from the literature was presented in unaltered form to 
the judges and arranged within the categorical framework of effective 
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TABLE 4 
GROUP SUMMARIES OF GENERAL EFFECTIVE BEHAVIORS 
Cooperating 
Teachers 
(N=15) 
% 
Student 
Teachers 
(N-15) 
% 
Graduates 
(N-15) 
% 
Total 
(N=45) 
% 
Effective Behaviors 
1. Supported and encouraged ST 87 47 47 60 
2. Modeled behaviors 60 67 53 60 
3. Conferenced with ST 47 40 47 44 
4. Provided feedback 7 60 33 33 
5. Allowed ST to experiment 33 20 40 31 
6. Offered suggestions 33 13 33 27 
7. Oriented ST 33 27 13 24 
8. Identified and shared 
resources. 
47 13 13 24 
9. Treated ST as professional 20 13 33 22 
10. Made ST comfortable 20 20 20 20 
11. Allowed ST to observe 
initially 
20 - 20 13 
12. Set clear expectations 13 13 7 11 
13. Helped ST meet college 
requirements 
7 20 7 11 
14. Assigned immediately 7 
instructional responsibilities 
13 13 11 
15. Increased gradually 
responsibilities 
7 - 27 11 
Continued next page 
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TABLE 4 Continued 
Cooperating 
Teachers 
(N=15) 
% 
Student 
Teachers 
(N=15) 
% 
Graduates 
(N=15) 
% 
Total 
(N=45) 
% 
Effective Behaviors 
16. Explained why things 
are done a certain way 
13 7 7 9 
17. Gave ST responsibility 
for one group/subject 
through whole experience 
20 - 7 9 
18. Allowed ST to teach 13 - 13 9 
19. Acted as a friend - 20 7 9 
20. Met with ST prior to student 
teaching experience 
7 13 - 7 
21. Left ST alone in the classroom - - 13 4 
22. Explained to class what a ST 
was before her arrival 
7 - - 2 
23. Allowed ST to physically set 
up classroom at beginning 
of year 
7 “ 2 
24. Observed inconspicuously 
ST teach 
7 — - 2 
25. Observed ST teach — 7 — 2 
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TABLE 5 
GROUP SUMMARIES OF EFFECTIVE BEHAVIORS IN SUBJECT MATTER 
Cooperating Student Graduates 
Teachers Teachers 
(N=15) (N=15) (N=15) 
% % % 
Total 
(N=45) 
/ 
1. Conferenced with ST 47 60 33 47 
2. Identified and shared 
resources 
33 53 53 47 
3. Allowed ST to experiment 33 33 53 40 
4. Allowed ST to teach 33 33 33 33 
5. Supported and encouraged ST 33 27 33 31 
6. Provided feedback 29 20 27 24 
7. Modeled teaching behaviors 29 27 20 24 
8. Offered suggestions 29 20 13 20 
9. Familiarized ST with 
curricular materials 
29 20 13 20 
10. Left ST alone in the class¬ 
room 
13 27 20 20 
11. Increased gradually 
responsibilities 
20 27 7 18 
12. Treated ST as a professional 7 27 13 16 
13. Assigned immediately 
responsibilities 
13 13 13 13 
14. Allowed ST to select 
area/topics to teach 
7 27 - 11 
15. Observed ST teach 7 27 - 11 
16. Critiqued lesson plans 13 20 - 11 
17. Observed inconspicuously ST 
teach 
7 13 7 9 
Continued next page 
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TABLE 5 Continued 
Cooperating 
Teachers 
(N=15) 
% 
Student 
Teachers 
(N-15) 
% 
Graduates 
(N=15) 
% 
Total 
(N=45) 
% 
Effective Behaviors 
18. Directed ST to research new 
topics 
7 - 13 7 
19. Incorporated talents/ 
strengths of ST in instruction 
13 7 - 7 
20. Decided areas/topics ST would 
teach 
- 13 - 4 
21. Required ST to develop unit - - 13 4 
22. Facilitated link between 
theory and practice 
7 - - 2 
23. Required ST to develop tests 7 _ _ 2 
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TABLE 6 
GROUP SUMMARIES OF EFFECTIVE BEHAVIORS IN COMMUNICATION 
Cooperating Student Graduates Total 
Teachers Teachers 
(N-15) (N-15) (N-15) (N-«) 
% •'•X-/. 
Effective Behaviors 
1. Modeled effective 
communication with students 
53 73 67 64 
2. Provided feedback 47 67 67 60 
3. Modeled effective 
communication with parents 
during parent/teacher 
conferences 
60 53 33 49 
4. Included ST in social 
situations 
27 33 33 31 
5. Offered suggestions 40 20 20 27 
6. Oriented ST to school 
personnel 
27 47 - 27 
7. Modeled effective 
communication with parents 
on an everyday basis 
7 33 40 27 
8. Modeled effective 
communication with parents 
at open houses 
7 40 20 22 
9. Provided ST with opportunities27 
to communicate 
20 13 20 
10. Supported and encouraged ST 20 27 7 18 
11. Conferenced with ST 27 7 7 13 
12. Provided background 20 13 7 13 
13. Acted as a resource 20 - 13 11 
Continued next page 
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TABLE 6 Continued 
Cooperating Student Graduates 
Teachers Teachers 
(N=15) (N=15) (N=15) 
% % % 
Total 
(N=45) 
% 
Effective Behaviors 
14. Treated ST as teacher 
15. Modeled effective 
communication with faculty, 
staff, administration 
16. Did not interrupt ST while 
teaching 
17. Included ST in inservice 
meetings 
18. Observed inconspicuously 
ST teach 
19. Modeled effective 
communication as "766" 
team member 
7 20 9 
20 79 
7 7-4 
13 - - 4 
7 7-4 
7 - 1 
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TABLE 7 
GROUP SUMMARIES OF EFFECTIVE BEHAVIORS IN CURRICULUM 
Cooperating Student Graduates Total 
Teachers Teachers 
(N= 
% 
15) (N=15) 
% 
(N=15) 
% 
(N=45) 
% 
Effective Behaviors 
1. Acted as a resource 33 27 53 38 
2. Provided for individual 
differences 
53 20 27 33 
3. Modeled variety of 
instructional approaches 
40 33 20 31 
4. Offered suggestions 40 20 20 27 
5. Allowed ST to design lessons 20 13 40 24 
6. Conferenced with ST 33 13 27 24 
7. Guided development of unit 13 27 13 18 
8. Provided background 
information on pupils 
13 7 33 18 
9. Reviewed lesson plans prior 
to presentation 
13 7 27 16 
10. Reviewed how to write a 
lesson plan 
20 7 13 13 
11. Provided feedback 13 13 13 13 
12. Oriented ST to curricular 
materials 
13 7 7 9 
13. Integrated subject matter 13 - 7 7 
14. Encouraged self-evaluation 
of lessons 
13 — 4 
Continued next page 
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TABLE 7 Continued 
Cooperating Student Graduates 
Teachers Teachers 
(N=15) 
% 
z
 
^
 
II ►—
 
Ln
 
(N= 15) 
% 
(N=45) 
% 
Effective Behaviors 
15. Allowed ST to observe 13 
children 
- 
- 4 
16. Gave ST his/her own planbook 7 - 7 4 
17. Left the room 
- 7 2 
18. Observed inconspicuously ST - 
teach 
- 7 2 
19. Increased gradually number - 
of lessons to design 
- 7 2 
20. Assigned case study on a child - 7 - 2 
21. Included ST in professional 
conference 7 2 
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TABLE 8 
GROUP SUMMARIES OF EFFECTIVE BEHAVIORS IN MANAGEMENT 
Cooperating Student Graduates Total 
Teachers Teachers 
(N= 
% 
15) (N=15) 
% 
(N=15) 
% 
(N=45) 
% 
Effective Behaviors 
1. Modeled specific management 
techniques 
13 60 40 38 
2. Conferenced with ST 47 27 13 29 
3. Offered suggestions 20 33 27 27 
4. Treated ST as professional 13 27 33 24 
5. Provided feedback 20 27 20 22 
6. Modeled overall classroom 
management 
27 27 13 22 
7. Modeled physical management 
of classroom 
27 13 13 18 
8. Allowed ST to develop her 
own style of management 
13 20 13 16 
9. Provided advice 20 - 20 13 
10. Left ST alone in the class- 13 20 7 13 
room 
11. Assigned ST routine duties 13 20 - 11 
12. Modeled time management 13 7 7 9 
13. Modeled establishment of 
class rules 
13 7 7 9 
14. Modeled classroom planning 13 13 - 9 
15. Did not raise voice 7 7 13 9 
Continued next page 
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TABLE 8 Continued 
Cooperating 
Teachers 
(N=15) 
% 
Student 
Teachers 
(N=15) 
% 
Graduates 
(N=15) 
% 
Effective Behaviors 
16. Modeled different behavioral 13 
techniques for different 
children 
17. Modeled use of the planbook 13 
18. Acted as a resource 13 
19. Did not sit at his/her desk - 
20. Provided background 7 
information on students 
21. Assigned ST a teacher desk 7 
22. Stayed in classroom - 
23. Stayed in back of classroom 
24. Gradually assigned 7 
instructional responsibilities 
25. Allowed ST to observe other 7 
CT's in building 
26. Prepared individual folders 7 
for ST 
27. Required self-evaluation on 7 
lesson plans 
28. Involved ST immediately in 7 
instruction 
29. Assigned ST full instructional - 
responsibility for designated 
period 
30. Enjoyed the children 7 
31. Modeled management of class 7 
play 
7 
13 
7 
7 
7 
7 
13 
Total 
(N=45) 
% 
7 
4 
4 
4 
4 
4 
4 
2 
2 
2 
2 
2 
2 
2 
2 
2 
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Continued next page 
TABLE 8 Continued 
Cooperating 
Teachers 
(N=15) 
% 
Student 
Teachers 
(N=15) 
% 
Graduates 
(N=15) 
% 
Effective Behaviors 
32. Designed purposeful - 7 
activities 
33. Demonstrated ineffective - 7 
behaviors with children for 
reflection by ST 
34. Familiarized ST with quantity 7 - 
and quality of "extra" 
paperwork 
35. Assigned ST responsibility 7 
for one group 
Total 
(N=45) 
% 
2 
2 
2 
2 
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TABLE 9 
GROUP SUMMARIES OF EFFECTIVE BEHAVIORS IN EVALUATION 
Cooperating 
Teachers 
(N=15) 
% 
Student 
Teachers 
(N=15) 
% 
Graduates 
(N=15) 
% 
Total 
(N-45) 
7. 
Effective Behaviors 
1. Used a variety of evaluative 
procedures 
27 20 33 27 
2. Demonstrated use of book 
tests 
33 13 - 16 
3. Provided feedback to ST - 33 7 13 
4. Encouraged self-evaluation 
by ST 
20 - 13 11 
5. Demonstrated how to administer 7 
weekly spelling tests 
20 - 9 
6. Demonstrated how to do record 
keeping 
7 13 7 9 
7. Used evaluative procedures 
appropriate to instructional 
level or special needs of 
of students 
13 7 7 9 
8. Directed ST to correct and 
interpret results of 
evaluative procedures to 
improve instruction 
20 7 9 
9. Demonstrated how to place/ 
group students 
20 7 — 9 
10. Acted as a resource for 
evaluative procedures 
— 20 7 9 
11. Utilized positive techniques 7 20 - 9 
in grading/correcting 
Continued next page 
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TABLE 9 Continued 
Effective Behaviors 
Cooperating Student 
Teachers Teachers 
(N=15) (N=15) 
% % 
Graduates 
(N=15) 
% 
Total 
(N=45) 
% 
12. Assisted ST in developing/ 20 - - 7 
interpreting home-made 
tests 
13. Involved ST in evaluation of 13 - 7 7 
instruction 
14. Demonstrated and explained how 77 77 
toadminister standardized tests 
15. Conferenced with ST regarding 7 - 13 7 
his/her performance 
16. Discussed with resource 13 7 - 7 
personnel progress of 
individual students 
17. Modeled observation techniques 
as an evaluative procedure 
18. Encouraged ST 
19. Demonstrated and/or explained 
how to administer informal 
reading inventories 
20. Involved ST in report card 
preparation 
21. Demonstrated how to use 
anecdotal records 
22. Offered suggestions 
23. Modeled review techniques 
24. Showed ST how to use a work 
book 
25. Involved ST in preparation for 
766 evaluation 
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Continued next page 
TABLE 9 Continued 
Cooperating 
Teachers 
(N=15) 
% 
Student 
Teachers 
(N=15) 
% 
Graduates 
(N=15) 
% 
Effective Behaviors 
26. Introduced ST to cumulative - 7 
records one month after 
introduced ST to students 
27. Provided access to classroom - 7 
records 
28. Made purpose of instructional - 7 
activities clear to students 
29. Allowed ST to administer CT 7 
tests 
Total 
(N=45) 
% 
2 
2 
2 
2 
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TABLE 10 
GROUP SUMMARIES OF EFFECTIVE BEHAVIORS IN HUMAN DIGNITY 
Cooperating Student Graduates Total 
Teachers Teachers 
(N=15) (N=15) (N=15) (N=45) 
% % % % 
Effective Behaviors 
1. Responded to the individual 
needs of children 
40 60 53 51 
2. Encouraged a positive 
atmosphere for all children 
33 40 33 36 
3. Told ST about individual and/ 
or group backgrounds of 
students 
27 7 20 18 
4. Provided feedback 20 13 13 16 
5. Demonstrated being equitable, 
sensitive and responsive to 
students by his/her overall 
example 
20 13 13 16 
6. Treated all students equally 13 20 13 16 
7. Utilized positive reinforce¬ 
ment techniques with students 
27 — 13 13 
8. Interacted inforaally with 
students during school day 
- 20 20 13 
9. Encouraged ST 7 27 - 11 
10. Demonstrated how to be 
sensitive to individual needs 
— 20 13 11 
11. Involved ST with students on 
individual basis 
13 7 7 9 
12. Designed and maintained - 20 7 9 
attractive bulletin boards 
13. Demonstrated respect for 13 7 - 7 
individual differences 
Continued next page 
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TABLE 10 Continued 
Cooperating 
Teachers 
(N=15) 
% 
Student 
Teachers 
(N=15) 
% 
Graduates 
(N=15) 
% 
Total 
(N-45) 
% 
14. Used grading techniques that - 
were sensitive to individual 
students 
15. Treated ST as an equal 7 
16. Assigned ST 1:1 conflicts to 13 
resolve 
20 7 
7 7 7 
7 - 7 
17. Allowed ST to develop own 13 - - 7 
style 
18. Listened to students - 7 7 4 
19. Avoided sexual, racial, ethnic 13 - 4 
stereotyping 
20. Let ST gradually assume “7-2 
responsibilities 
21. Assigned ST special subjects -7-2 
to teach, e.g. art, music 
22. Made himself available to - 7 2 
students at all times 
23. Attended out of school 7 - 2 
activities involving students 
24. Wrote notes to parents 7 - - 2 
regarding positive things 
students did 
25. Left ST alone -1-1 
26. Used appropriate body language -1-2 
and voice control with 
students 
27. Enjoyed teaching - - 7 2 
Continued next page 
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TABLE 10 Continued 
Cooperating 
Teachers 
(N=15) 
% 
Student 
Teachers 
(N=15) 
% 
Graduates 
(N=l5) 
% 
Total 
(N=45) 
% 
Effective Behaviors 
28. Avoided reviewing cumulative 
records until end of 
experience 
29. Told ST to tell students the 
effects of their behavior 
upon the ST 
30. Maintained an attractive 
physical arrangement in the 
classroom 
31. Grouped students according to 
students likes, dislikes 
32. Used a variety of 
instructional approaches 
33. Provided feedback privately 
to the ST 
7 2 
7 2 
7-2 
7 2 
7 - 2 
7 - " 2 
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behaviors previously mentioned. A partial sample of that document 
appears in Appendix X. The judges were asked to accept or reject each 
effective behavior as they matched the supportive evidence from the 
literature against the reported perceptions of the three groups. 
Rationales for the rejection of the effective behaviors presented were 
consistently given while those for acceptance of the effective behaviors 
were provided on an optional basis. The decisions of the judges on 
acceptance and/or rejection of the effective behaviors presented in 
Appendix LL were compared to the original behaviors and categories and, 
as appropriate, the rejected behaviors were deleted. The weight of each 
of the fourteen categories was initially determined by the sum of the 
individual frequencies of the effective behaviors included within each 
category; then, the categories were sequenced according to those weights 
as represented in Table 11. 
For the discussion each of the eight categories in Part One along 
with the effective behaviors within each category will be presented 
in some detail. Individual categories with the greatest weights in 
each Section of Part Two are then presented by specific area. Effective 
behaviors reported by the sample but rejected by a two-thirds majority 
of the judges are described within each section and accompanied by 
judges' rationales. In light of the volume of qualitative data 
obtained in this study the researcher chose illustrative anecdotes 
deemed most appropriate for describing the accepted behaviors. The 
categories and the effective behaviors are now presented in response 
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TABLE 11 
CATEGORIES OF EFFECTIVE BEHAVIORS OF ELEMENTARY COOPERATING TEACHERS 
Part One: General 
Provided personal support (45) 
!• Supported and encouraged ST. (27) 
10. Made ST comfortable. (9) 
13. Helped ST meet college requirements. (5) 
19. Acted as a friend. (4) 
II* Modeled behaviors (27) 
2. Modeled behaviors. (27) 
III* Assisted ST in planning (27) 
6. Offered suggestions. (12) 
8. Identified and shared resources. (11) 
20. Met with ST prior to student teaching. (3) 
23. Allowed ST to physically set up classroom at beginning of 
year. (1) 
IV. Inducted ST gradually (26) 
11. Allowed ST to observe initially. (6) 
14. Assigned immediately instructional responsibilities. (5) 
15. Increased gradually instructional responsibilities. (5) 
17. Gave ST responsibility for one group/subject through whole 
experience. (4) 
18. Allowed ST to teach. (4) 
21. Left ST alone in the classroom. (2) 
V. Treated ST as a Teacher (25) 
5. Allowed ST to experiment. (14) 
9. Treated ST as professional. (10) 
22. Explained to class what a ST was before her arrival. (1) 
VI. Oriented ST (20) 
7. Oriented ST. (11) 
12. Set clear expectations. (5) 
16. Explained why things are done a certain way. (4) 
Continued next page 
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VII. Conferenced with ST (20) 
3. Conferenced with ST. (20) 
VIII. Observed and/or provided feedback to ST (17) 
4. Provided feedback. (15) 
24. Observed inconspicuously ST teach. (1) 
25. Observed ST teach. (1) 
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Part Two! Section I, Subject Matter 
!• Inducted ST gradually (43) 
4. Allowed ST to teach. (15) 
10. Left ST alone in the classroom. (9) 
11. Increased gradually instructional responsibilities. (8) 
13. Assigned immediately instructional responsibilities. (6) 
14. Allowed ST to select areas/topics to teach. (5) 
II* Assisted ST in planning (43) 
2. Identified and shared resources. (21) 
8. Offered suggestions. (9) 
16. Critiqued lesson plans. (5) 
18. Directed ST to research new topics. (3) 
20. Decided areas/topics ST would teach. (2) 
21. Required ST to develop unit. (2) 
23. Required ST to develop tests. (1) 
III. Treated ST as a Teacher (25) 
3. Allowed ST to experiment. (18) 
12. Treated ST as a professional. (7) 
IV. Conferenced with ST (22) 
1. Conferenced with ST. (21) 
22. Facilitated link between theory and practice. (1) 
V. Observed and/or provided feedback to ST (20) 
6. Provided feedback. (11) 
15. Observed ST teach. (5) 
17. Observed inconspicuously ST teach. (4) 
VI. Provided personal support (17) 
5. Supported and encouraged ST. (14) 
19. Incorporated talents/strengths of ST in instruction. (3) 
VII. Modeled teaching behaviors (11) 
7. Modeled teaching behaviors. (11) 
VIII. Oriented ST (9) 
9. Familiarized ST with curriculum materials. (9) 
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Part Two: Section II, Communication 
Modeled communication with school and non-school publics (78) 
!• Modeled effective communication with students. (29) 
3. Modeled effective communication with parents during 
parent/teacher conferences. (22) 
7. Modeled effective communication with parents on an everyday 
basis.(12) 
8* U0)le<1 GffeCtive communlcation with parents at open houses. 
15. Modeled effective communication with faculty, staff, 
administration. (4) 
19. Modeled effective communication as "766" team member. (1) 
II» Observed and/or provided feedback to ST (29) 
2. Provided feedback. (27) 
18. Observed inconspicuously ST teach. (2) 
III. Involved ST with school and non-school publics (25) 
4. Included ST in social situations. (14) 
9. Provided ST with opportunities to communicate. (9) 
17. Included ST in inservice meetings. (2) 
IV. Oriented ST (18) 
6. Oriented ST to school personnel. (12) 
12. Provided background information on students. (6) 
V. Assisted ST in planning (17) 
5. Offered suggestions regarding appropriate verbal/non-verbal 
communication. (12) 
13. Acted as a resource. (5) 
VI. Provided personal support (8) 
10. Supported and encouraged ST. (8) 
VII. Conferenced with ST (6) 
11. Conferenced with ST. (6) 
VIII. Treated ST as a Teacher (4) 
14. Treated ST as teacher. (4) 
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IX. Interrupted appropriately (2) 
16. Did not interrupt ST while teaching. (2) 
Continued next page 
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Part Two: Section Ilia, Curriculum 
!• Assisted ST in planning (66) 
1. Acted as a resource. (17) 
4. Offered suggestions. (12) 
5. Allowed ST to design lessons. (11) 
7. Guided development of unit. (8) 
9. Reviewed lesson plans prior to presentation. (7) 
10. Reviewed how to write a lesson plan. (6) 
14. Encouraged self-evaluation of lessons. (2) 
16. Gave ST his/her own plan book. (2) 
19. Increased gradually number of lessons to design. (1) 
II. Modeled teaching techniques (32) 
2. Provided for individual differences. (15) 
3. Modeled variety of instructional approaches. (14) 
13. Integrated subject matter. (3) 
III. Oriented ST (15) 
8. Provided background information on pupils. (8) 
12. Oriented ST to curricular materials. (4) 
15. Allowed ST to observe children. (2) 
20. Assigned case study on a child. (1) 
IV. Conferenced with ST (11) 
6. Conferenced with ST. (11) 
V. Observed and/or provided feedback to ST (7) 
11. Provided feedback. (6) 
18. Observed inconspicuously ST teach. (1) 
VI. Inducted ST gradually (1) 
17. Left the room. (1) 
VII. Involved ST in professional development activities (1) 
21. Included ST in professional conference. (1) 
Continued next page 
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Part Two: Section III b, Management 
I* Modeled management behaviors for the class as a whole and for 
individual students (6ll ' -- 
1. Modeled specific management techniques. (17) 
6. Modeled overall classroom management. (10) 
7. Modeled physical management of classroom. (8) 
12. Modeled time management. (4) 
13. Modeled establishment of class rules. (4) 
14. Modeled classroom planning. (4) 
15. Did not raise voice. (4) 
16. Modeled different behavioral techniques for different 
children. (3) 
17. Modeled use of the planbook. (2) 
19. Did not sit at his/her own desk. (2) 
31. Modeled manaagement of class play. (1) 
32. Designed purposeful activities. (1) 
33. Demonstrated ineffective behaviors with children for 
reflection by ST. (1) 
II. Observed and/or provided feedback to ST (22) 
3. Offered suggestions. (12) 
5. Provided feedback. (10) 
III. Treated ST as teacher (20) 
4. Treated ST as professional. (11) 
8. Allowed ST to develop her own style of management. (7) 
21. Assigned ST a teacher desk. (2) 
?V. Inducted ST gradually (18) 
10. Left ST alone in the classroom. (6) 
11. Assigned ST routine duties. (5) 
22. Stayed in classroom. (2) 
23. Stayed in back of classroom. (1) 
24. Gradually assigned instructional responsibilities. (1) 
28. Involved ST immediately in instruction. (1) 
29. Assigned ST full instructional responsibility for designated 
period.(1) 
35. Assigned ST responsibility for one group. (1) 
V. Conferenced with ST (13) 
2. Conferenced with ST. (13) 
Continued next page 
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VI* Provided personal support (8) 
9. Provided advice. (6) 
18. Acted as a resource.(2) 
VII. Oriented ST (5) 
20. Provided background information on students. (2) 
25. Allowed ST to observe other CT's in buildings. (1) 
26. Prepared individual folders for ST. (1) 
34. Familiarized ST with quantity and quality of "extra" 
paperwork. (1) 
VIII. Other (2) 
27. Required self-evaluation on lesson plans.(1) 
30. Enjoyed the children.(1) 
Continued next page 
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Part Two: Section IV, Evaluation 
I# Modeled for, and involved ST with appropriate evaluative 
procedures (52) --—- 
1. 
2. 
5. 
7. 
10. 
12. 
13. 
14. 
16. 
17. 
19. 
21. 
23. 
24. 
25. 
29. 
Used a variety of evaluative procedures. (12) 
Demonstrated use of book tests. (7) 
Demonstrated how to administer weekly spelling tests. (4) 
Used evaluative procedures appropriate to instructional level 
or special needs of students. (4) 
Acted as a resource for evaluative procedures. (4) 
Assisted ST in developing/interpreting homemade tests. (3) 
Involved ST in evaluation of instruction. (3) 
Demonstrated and explained how to administer standardized 
tests. (3) 
Discussed with resource personnel progress of individual 
students. (3) 
Modeled observation techniques as an evaluative procedure. 
(2) 
Demonstrated and/or explained how to administer informal 
reading inventories. (2) 
Demonstrated how to use anecdotal records. (1) 
Modeled review techniques. (1) 
Showed ST how to use a workbook. (1) 
Involved ST in preparation for a 766 evaluation. (1) 
Allowed ST to administer CT-made tests. (1) 
II. Modeled for, and involved ST in interpreting, recording and 
reporting evaluative results (17) 
6. Demonstrated how to do record keeping. (4) 
8. Directed ST to correct and interpret results of evaluative 
procedures to improve instruction. (4) 
9. Demonstrated how to place/group students. (4) 
11. Utilized positive techniques in grading/correcting. (4) 
20. Involved ST in report card preparation. (1) 
III. Observed and/or provided feedback to ST (7) 
3. Provided feedback to ST. (6) 
22. Offered suggestions. (1) 
IV. Involved ST in self-evaluation (5) 
4. Encouraged self-evaluation by ST. (5) 
V. Conferenced with ST (3) 
15. Conferenced with ST regarding his/her performance. (3) 
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VI. Oriented ST (2) 
26. Introduced ST to cumulative records one month after 
introduced ST to students. (1) 
27. Provided access to classroom records. (1) 
VII. Provided personal support (1) 
18. Encouraged ST. (1) 
VIII. Other (1) 
28. Made purpose of instructional activities clear to students. 
(1) 
Continued next page 
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Part Two: Section V, Human Dignity 
_ResP°nded to the needs of individual students to enhance 
self-esteem (41)“ - 
1. Responded to the individual needs of children. (23) 
7. Utilized positive reinforcement techniques with students. (6) 
10. Demonstrated how to be sensitive to individual needs. (5) 
13. Demonstrated respect for individual differences. (3) 
14. Used grading techniques that were sensitive to individual 
students.(3) 
24. Wrote notes to parents regarding positive things students 
did. (1) 
II* Modeled equity, sensitivity and responsiveness to the class as a 
whole (26) 
5. Demonstrated being equitable, sensitive and responsive to 
students by his/her overall example. (7) 
6. Treated all students equally. (7) 
8. Interacted informally with students during school day. (6) 
18. Listened to students. (2) 
19. Avoided sexual, racial, ethnic stereotyping. (2) 
26. Used appropriate body language and voice control with 
students. (1) 
31. Grouped students according to student likes, dislikes. (1) 
III. Created an attractive and enjoyable learning environment for 
students (23) 
2. Encouraged a positive atmosphere for all children. (16) 
12. Designed and maintained attractive bulletin boards. (4) 
30. Maintained an attractive physical arrangement in the 
classroom. (1) 
27. Enjoyed teaching. (1) 
32. Used a variety of instructional approaches. (1) 
IV. Inducted ST gradually (10) 
11. Involved ST with students on an individual basis. (4) 
16. Assigned ST 1:1 conflicts to resolve. (3) 
20. Let ST gradually assume responsibilities. (1) 
21. Assigned ST special subjects to teach, e.g. art, music. (1) 
25. Left ST alone. (1) 
V. Oriented ST (9) 
3. Told ST about individual and/or group backgrounds of 
students. (8) 
28. Avoided reviewing cumulative records until end of experience. 
(1) Continued next page 
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VI. Provided feedback to ST (9) 
4. Provided feedback. (7) 
29. Told ST to tell students the 
the ST. (1) 
effects of their behavior upon 
33. Provided feedback privately. (1) 
VII. Treated ST as a teacher (6) 
15. Treated ST as an equal. (3) 
17. Allowed ST to develop own style. (3) 
VIII. Provided personal support (6) 
9. Encouraged ST. (5) 
22. Made himself available to students at all times. (1) 
IX. Other (1) 
23. Attended out of school activities involving students. (1) 
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to the frequency with which they were reported by part and/or section 
and their acceptance and/or rejection by the judges. 
Part One; General 
There was a total of 207 separate responses in this first general 
part which consisted of the following categories: Category I "Provided 
Personal Support" had approximately one fourth of the responses (45 out 
of 207 or 22%); Category II "Modeled Behaviors" included more than 
one-tenth of the responses (27 out of 207 or 13%); Category III 
"Assisted in Planning" likewise had 13% of the responses with 27 out of 
207 separate effective behaviors and anecdotes indicated; Category IV 
"Inducted ST Gradually" was nearly the same with 26 out of 207 responses 
or 13% of the total responses for Part One. Category V "Treated ST as a 
Teacher" received 25 out of 207 responses or 12%, while both Category VI 
"Oriented ST” and Category VII "Conferenced with ST" had 20 out of 207 
responses for 10% of the total responses given; and finally, Category 
VIII "Observed and/or Provided Feedback to ST" represented 8% of the 
responses given, or 17 out of 207. The eight categories and their 
supporting behaviors follow. 
Category I: Provided Personal Support 
Effective Behavior One: supported and encouraged ST. "Effective 
Behavior One" involved the provision of encouragement, advice, support, 
acceptance. It was the most frequently reported response in Part One 
with nearly unanimous agreement amongst the cooperating teachers (13 out 
of 15). However, it was reported with approximately half that frequency 
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by both student teachers and graduates (7 out of 15). It is probable 
that the lower frequency could represent the need for more feedback from 
cooperating teachers than that which was forthcoming. 
Cooperating teachers made comments such as these: "really be 
available to sit down anytime", "give them a lot of praise, a lot of 
encouragement", and "emphasizing the positive". 
A second grade Beech State cooperating teacher at Waterville 
Elementary stated: 
I think you have to be very human and personal with them. 
Let them know that you are a human being and that you have 
your faults too. They do show up in the classroom because 
you can't give them the feeling that you're 'Peter Perfect'. 
Furthermore, a fourth grade Mulberry University cooperating teacher at 
the Belmont School added: 
So, I think, reassuring them that this is the place where 
they can fall down and bruise their knees and I'll pick them 
up and help them make a difference too. 
Anecdotes from student teachers included statements such as "very 
encouraging", "let me be myself", "could talk to her about anything" and 
"encouraged me to do what I was doing." One Mulberry University 
graduate phrased it aptly when she said, "if I needed him, he was 
there ... He didn't put himself on a pedestal." Others further 
added "supportive throughout the entire experience," "respected the 
feelings that I had and how I felt", "always found something good", 
"positive and reassuring," "took a lot of time with me" and "coached me 
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This behavior was Effective behavior ten; made ST comfortable. 
equally represented by the responses of the three subsamples (3 out of 
15 cooperating teachers, 3 out of 15 student teachers and 3 out of 15 
graduates.) The anecdotes contained references to comfort level in the 
classrooms as well as comfort level in interactions with the cooperating 
teacher. It is further explicated by these selective comments from 
cooperating teachers: "make them feel comfortable in the room," "making 
her feel comfortable with myself as well as with the children," and the 
"need to feel very comfortable with the person they're working with." 
As the recipients of these actions, student teachers further 
corroborated: "helped me to be very at ease in the classroom, very 
relaxed with the students," provided "a very relaxed atmosphere" 
and "to be yourself in this class." In going on, graduates mentioned 
that the cooperating teacher "made me feel very comfortable," assured 
the former student teacher that "it was not only her territory, but 
mine. . . and I didn't have to always ask her what to do." 
Effective Behavior thirteen: helped ST meet college requirements. 
Reported once, by u cooperating teacher and once, by a graduate 
this effective behavior was mentioned three times by student teachers. 
In general, it referred to satisfying the overall requirements of the 
college in regard to student teaching, what needed to be accomplished 
to "fulfill the expectations, objectives from the college." In 
particular, it was situation-specific. One student teacher at Hamlin 
mentioned her nervousness in fulfilling all the requirements because 
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her "supervisor was apparently one of the toughest supervisors at Beech 
State." Her cooperating teacher assured her of her support, that "we 
will go through it together and I will make sure that you get every¬ 
thing done." A graduate of Mulberry University spoke of her double 
load." She was "taking four classes at the university while student 
teaching." The cooperating teacher guided her in dropping classes and 
was understanding of her "desperate" situation. 
Effective behavior nineteen: acted as a friend. Being a friend 
was mentioned three out of fifteen times by student teachers, once by a 
graduate but, not at all, by cooperating teachers. It is not surprising 
that cooperating teachers failed to mention this specific behavior for 
their needs were for the task at hand and their accountability to their 
children whereas student teachers, as a group, have a strong concern for 
self, the need to be accepted on a personal level. 
Acting as a friend often involved knowledge of privy information 
about the cooperating teacher on a personal level. The anecdotes 
suggested the vulnerability of cooperating teachers, their willingness 
to expose themselves as real people. The student teachers mentioned 
that they "talked and laughed" with their cooperating teachers even in 
front of their students, that they were 'basically good friends right 
from the start." A Mulberry University graduate spoke of her co¬ 
operating teacher's interest in her "as a person - where I was, where 
I was going, who I was going about this with. 
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Category II: Modeled Behaviors 
Effective behavior two: modeled behaviors. Modeling as an 
effective behavior was reported by 60% of the sample with near 
consistency of response amongst the three subgroups (9 out of 15 CT's, 
10 out of 15 ST's, and 8 out of 15 G's). Modeling was reported in 
conjunction with practices deemed worthy of imitation, included in, but 
not limited to the following areas: interactions with children, parents 
and staff, planning, instruction, management and professional attitude 
and growth. 
In the area of instruction a fourth grade Beech State cooperating 
teacher at Hamlin spoke of "show and tell methods. . . some trial and 
error on her [student teacher’s] part." The cooperating teachers spoke 
in generalities about practices, even traits that needed to be modeled 
such as the ability "to be impromptu," not "to get discouraged," to 
"always be flexible," and "for the cooperating teacher to do things a 
certain way so that the student teacher "would just pick up on it." 
When queried further, cooperating teachers continued to respond with 
general comments. It seemed somewhat difficult for some cooperating 
teachers to speak in specific ways about their own instruction. In a 
similar vein student teachers acknowledged modeling as an effective 
behavior with a sense of wonderment as to how it all comes together. 
They likewise described the behaviors of cooperating teachers, to be 
modeled, in general terms. A second grade student teacher at Madison 
spoke of her cooperating teacher as "super organized, that everything 
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got done" and that it was "nice to see that unfold." Whereas, a fourth 
grade student teacher at Belmont watched what the cooperating teacher 
did and, as she commented, "the things that I really liked, I picked up 
on." She went on to add, "I would watch her do it and then I would do 
it." 
The anecdotes of student teachers, in particular regarding the 
modeling of interpersonal skills by the cooperating teacher most often 
addressed an established rapport between the cooperating teacher and 
the children, staff, and parents. Representative comments included: 
"had a wonderful rapport with parents which . . . was a real good 
example to me," "had a very good rapport with the rest of the staff 
which automatically made me feel comfortable" and "related very, very 
well to the kids." 
Graduates mentioned how their cooperating teachers demonstrated 
being "very in touch with their [students'] particular problems," how 
their cooperating teachers modeled, by their example, and made them 
aware of "questions. . . to be asking" regarding family and school 
history as well as responded to "the different socialization skills 
exhibited by the students. 
Precisely half of the student teachers' responses included 
anecdotes regarding the cooperating teacher's role as a classroom 
manager. They made comments such as these: "never yelled, didn t 
have to raise her voice," "never seemed to lose her temper," "good 
with discipline" and "observed how she handled them." A Beech State 
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student teacher related that "the kids always knew exactly what she 
[cooperating teacher] meant when she talked to them and she didn’t 
have to raise her voice. All she had to do was simply look at the 
kids and the child would be okay." Undivided attention seemed to be 
given to "what works" and "what works" was extracted often, by the 
student teacher alone based on his/her visual interpretation of what 
was going on in the classroom. 
Category III: Assisted ST in Planning 
Effective behavior six: offered suggestions. Reported by more 
than one fourth of the sample (27%), this behavior and its accompanying 
anecdotes included, in part, pragmatic comments by cooperating teachers 
such as the following: "little hints of kinds of seatwork to give," 
"pointers, little shortcuts," a "bag of tricks to work from" since 
"everybody has to try different things" and finally, suggestions "out of 
teacher magazines or, out of different programs." Once again, there was 
the recurring emphasis upon "what works" within the context of a 
specific classroom. 
A student teacher at Madison talked of suggestions from the 
cooperating teacher "as to what would be a good topic, or ideas, art 
ideas and things like that" while a Pine College graduate recalled the 
suggestion of her cooperating teacher to "watch your language" while 
teaching a third grade science lesson on amphibians. She further added 
that "for the second part of the lesson, I cleaned it up a little bit." 
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Effective behavior eight: Identified and shared resources. This 
effective behavior was reported by approximately half the cooperating 
teachers (7 out of 15), two of the student teachers and two of the 
graduates representing nearly one-fourth of the total sample (24%). It 
included references to human as well as material resources to augment 
classroom instruction. Cooperating teachers assisted student teachers 
in the preparation of units by telling them "what resources we had in 
the room" and guiding the student teacher as to "where to find ideas, to 
look in books and different places to find resources." A Pine College 
cooperating teacher at the Farmington School "brought in a lot of books 
and magazines" and, as a result, her student teacher "joined one of the 
teacher book clubs." A Beech State cooperating teacher attempted to 
broaden the classroom base of resources by allowing her student teacher 
to "observe different situations." And, at the Belmont School, a 
Mulberry University cooperating teacher mentioned the need for 
"handholding, in how to write a unit." 
Effective behavior twenty: met with ST prior to student teaching. 
All three of those respondents reporting this effective behavior were 
affiliated with Pine College. In particular, the first grade 
cooperating teacher at Madison described a pacing guide that she shared 
with the student teacher during this meeting prior to the actual 
placement. She described sitting down with the student teacher and 
laying out "what we're going to do week by week, what each week would 
entail and what would be added." Furthermore, she spoke of the in- 
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evitable benefits to the student teaching experience. Her additional 
comments, edited only slightly to improve clarity follow: "So she 
knew, in advance, what she had to do when she came in September. For 
example, she knew how many bulletin boards she would be responsible 
for. She would have the whole layout for the eight weeks and would 
know what she was expected to do - what units, what areas to teach. 
It was easier for her, too. It's not like 'fly by night.'" 
Likewise, the two student teachers offered evaluative comments 
regarding their involvement in these preliminary meetings. The student 
teacher at Madison described herself as "fortunate to meet her 
[cooperating teacher] in the summer" while the second grade student 
teacher at Newtown found it helpful, in her own words "to outline what 
units I'd be teaching." 
Effective behavior twenty-three: allowed ST to physically set up 
classroom at beginning of year. Mentioned but once by a second grade 
teacher at Waterville Elementary, this effective behavior involved 
literally turning over to the student teacher at the beginning of the 
school year "an empty classroom that is completely stripped and letting 
the student teacher have a go at it." She felt that this simulated an 
actual teaching situation for which the student teacher was preparing 
and allowed the student teacher "to set things up and put some ideas 
into it." After all, she quipped, "they are going to live there 
literally for sixteen weeks." 
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Category IV: Inducted ST Gradually 
Effective behavior eleven: allowed ST to observe Initially. 
Reported consistently by both cooperating teachers and graduates 
(3 out of 15), EB11 "Allowed ST to observe initially" was conspicuous by 
its absence in the responses of student teachers. One might surmise 
that observation, by itself is not perceived as effective by this 
particular subgroup. On the other hand, some cooperating teachers 
and graduates had the following descriptive remarks regarding both the 
nature and necessity of observation: observation as a "time to observe 
the children, and reflect upon it" and, the immediate need for ob¬ 
servation, "first of all, of course, to observe the classes." The 
length of the observation period seemed to vary, on the average, from 
three days to a week as confirmed by illustrative comments such as the 
following: "the first three days I really want you to watch them," 
"start out with three days of observation officially," "observed for 
three days to see how the classroom ran" and "had me observe that whole 
first week." 
According to the elementary teacher/judge students "feel more a 
part of the learning situation if they pitch right in. Unless the 
student teacher is a participant-observer observation is too passive a 
role and would affect the student teacher’s self-esteem and the 
children’s concept of the student teacher's role." The elementary 
principal/judge expressed the view that the student teacher should be 
given some responsibilities from the start such as attendance, 
collecting monies or assistance with seatwork. 
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responsibilities. Reported by 11% of the sample, the immediate assign¬ 
ment of instructional responsibilities was positively viewed by some 
respondents. Pine College student teachers at Madison and Newtown 
spoke of how the cooperating teacher "assigned group work the first 
week," their "walking around the class to see if the students were 
doing their homework," their "giving one-to-one instruction," and even, 
teaching a unit on spelling. 
At the Belmont School a Mulberry University cooperating teacher 
mentioned trying to "involve them [student teachers] within the class¬ 
room as quickly as possible, ... to get them out of that intern 
niche . As she remarked, "the kids are more used to interns than 
interns are used to being interns." 
Effective behavior fifteen: increased gradually instructional 
responsibilities. Over one fourth (27%) of the graduates commented, in 
general, on the day to day buildup of assignments so that "everything 
was not thrown at them at ">nce." They spoke of increased responsi¬ 
bilities in the classroom as the cooperating teachers "gained respect" 
for them. Each could recollect starting with "a little bit," "an 
assignment, day by day," and then, progressing to taking full charge of 
a reading, math and/or social studies group. One graduate recalled, 
"after a month being given all classes," another, "a week when I did 
everything," and, still another, "as the time wore on, teaching about 
half the lessons and then, in the end, most of them." 
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Effective behavior seventeen: gave ST responsibility for one 
group/subject through whole experience. Reported by twenty percent of 
the cooperating teachers but by only nine percent of the total sample, 
this effective behavior, as mentioned in three out of the four 
anecdotes, involved reading groups, "being responsible for a small 
reading group through the whole experience." In contrast, at Mapleton, 
the fifth grade Beech State cooperating teacher assigned the student 
teacher social studies which she followed "right from the very 
beginning." 
Effective behavior eighteen: allowed ST to teach. Reported twice 
by the cooperating teacher and graduate subsamples, allowing the student 
teacher to teach is best illustrated by comments such as these: "to 
learn how to teach is to get up there and do it,” "gave me a lot of 
opportunity to teach," and "the more you do, the better you are going to 
get at it." 
Effective behavior twenty-one: left ST alone in the classroom. 
This effective behavior was elicited twice from graduates. It is best 
represented by the following selective comment from a Mulberry 
University alumna: 
She'd give me complete control. She'd leave the room. 
Sometimes, she would listen in from the teacher's room. 
She'd say, "The stage is yours." 
Category V: Treated ST as a Teacher 
Effective behavior five: allowed ST to experiment. Reported by 
exactly one third of the cooperating teachers and nearly half of the 
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graduates this behavior addressed the unique style of the student 
teacher as well as his/her professional development in the classroom as 
separate from that of the cooperating teacher. There was a reluctance 
to pressure the student teacher in any way to copy the style of the 
cooperating teacher. Cooperating teachers made statements such as the 
following: "isn t necessarily a right or wrong style"; "sometimes they 
[student teachers] would like to be carbon copies but that might not 
necessarily be their style"; "not there to copy or imitate me"; and, 
"what works for me is not going to work for them." As the fourth grade 
teacher at Belmont stated, "I do not want another me. One of me in the 
classroom is enough." 
The second grade teacher at Waterville went on: 
You really have to give them a free hand and help them 
along the way and show them where it is going to work and 
where it isn't going to work. I am not saying to let them 
really have a tumble but try to be there to anticipate and 
suggest to them that something is going to happen. 
Student teachers described their cooperating teachers as letting 
them do almost anything, allowing them to "try their wings." As a 
second grade teacher mentioned at Madison, "if there was anything that 
I wanted to try, it was like the world was my oyster." 
Effective behavior nine: treated ST as professional. As reported 
by cooperating teachers, student teachers and graduates alike an 
atmosphere of professional equality prevailed. Cooperating teachers 
regarded their student teachers as professional peers, co-workers, 
professional equals. The ideas of student teachers were encouraged, 
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accepted, implemented. Mentioned by one third of the graduate sample 
and one fifth of the cooperating teacher and student teacher samples, 
comments such as the following by cooperating teachers were typical: 
"treated them as a professional right from the onset"; "treated them as 
a peer"; and, "worked as a team." In a similar vein student teachers 
remarked "just how I was introduced to the class," and "treated me like 
an adult." Graduates further added "treated me like one of the 
teachers," "related to me like I was not a student teacher" and "treated 
me as a full professional." 
Effective behavior-twenty-two: explained to class what a ST was 
before her arrival. This behavior was reported once by a fourth grade 
teacher at Madison. She mentioned talking to her classroom students 
beforehand about who a student teacher is and what he/she does. She 
described "how she [student teacher] went through all her years of 
school and then went off to Pine College because she wanted to become a 
teacher." She gave the students plenty of background information. The 
co-operating teacher's final comment was that it seemed to work better 
this way. The students knew that "she [student teacher] was going to 
help them [students] and was hoping they would help her." 
Category VI: Oriented ST 
Effective behavior seven: oriented ST. Orientation took several 
forms that ranged from familiarization with materials and equipment, to 
personnel, to procedures both in and outside the classroom. This 
behavior was mentioned most frequently by cooperating teachers with one 
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The fourth grade teacher at Belmont described a checklist she 
used as a student teacher advanced through the practicum. It contained 
her goals, her objectives, her expectations. As she said (edited 
slightly), it "covered everything, just the nuts and bolts from being 
here at 8:15 until you go home at 3:30 or at 5:30." Her student 
teacher from Mulberry University described it in greater detail as even 
including "magic markers and how she wanted them [student teachers] to 
interact with the kids." 
In addition, this fourth grade suburban cooperating teacher had 
"copies of units available that other interns had done so that they 
could see the kinds of things that happened in her classroom before." 
She added that she used them mostly as "resources for future interns 
because then they saw somebody that was starting at the same place and 
that was useful. It wasn't as intimidating as something that maybe I 
had written." 
Effective behavior sixteen: explained why things are done a 
certain way. This behavior reported by four sample participants was 
clarified by a second grade cooperating teacher at Newton Elementary in 
the following way: 
When I show them [student teachers] how to do something 
such as working with youngsters on whatever it might be, 
I would share with them the reasons why it's done a 
certain way rather than another way, why it s in the best 
interest for the youngster to do something. 
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Category VII: Conferenced with ST 
Effective behavior three; conferenced with ST. Reported by 44% of 
the overall sample, arranging for conferences with the student teacher 
was mentioned by approximately half the cooperating teacher and graduate 
subsamples (7 out of 15) and 40% of the student teachers. One out of 
every ten responses to the first general part of the interview contained 
some reference to conferencing. 
Conferencing assumed different structures. It was both formal 
and planned as well as informal and spontaneous. The first gradepage 
teacher at Woodman Elementary spoke of doing "formal observations 
regularly, not weekly but daily and taking time at the end of the 
lesson to share some observations formally" with the student teacher 
while the fifth grade cooperating teacher at Oakland had "organized 
sessions [for the student teacher] on how to correct papers." A 
Mulberry University graduate spoke of doing a lot of conferencing 
which was "kind of incidental. It would happen when something didn't 
go quite right in the lesson." 
Conferencing occurred at various times as indicated by the 
following comments: "each morning before the kids came, every day 
after school," "on our breaks," "at recess" and "the night before." 
The second grade student teacher at Newtown spoke of her willingness 
to stay after" for conferencing while the third grade Mulberry 
University cooperating teacher at Belmont spoke of the need to share 
daily, not only about how they [student teachers] are doing but what's 
happening with the children . 
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The focus of the conferences was primarily planning as documented 
by thirteen of the twenty anecdotes in representative statements such 
as these: taught her the format and how to present a lesson," "dis¬ 
cussed plans for the day," "would go over and revise, if needed my 
lesson plans for the day," "would look at my lesson plans for the next 
day," "spent a lot of time discussing a lot of the material with me," 
anything I started teaching she would go over with me first" and "told 
me how she planned things. . . helped me through the process.” Five 
of the twenty anecdotes regarding conferencing focused on evaluation of 
both the experience and the student teacher as a participant in it as 
evidenced by the following remarks: "always discussed how the day went," 
explained how the kids reacted and how I reacted to them," "did a self- 
evaluation," "talked about some of the good things that I did and how 
I could improve on other things." 
Category VIII: Observed and/or Provided Feedback to ST 
Effective behavior four: provided feedback. Student teachers have 
a need for, and desire specific and increased feedback from the 
cooperating teacher as indicated by 60% (9 out of 15) of their 
responses. On the other hand only one of fifteen cooperating teachers 
and five of fifteen graduates indicated feedback as an effective 
behavior for this section. A fifth grade Beech State cooperating 
teacher at Mapleton Elementary described a logbook which she kept 
throughout the experience. As she reported she tried to write in the 
logbook several times a week" what she observed during lesson 
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presentations. She mentioned pointing out "in the lessons the things 
that I thought she did very well" and later, sharing these observations 
with the student teacher. 
Student teachers wanted directive feedback on what they did well 
but particularly, on what they did not do well. Illustrative comments 
such as the following were typical: "told me things that I would do 
wrong, things I should do," "would tell me how I could improve the 
lesson," "whether it was a good lesson or a bad lesson," and "if 
I was doing something wrong he would tell me which really helped a 
lot." 
Timing of feedback seemed extremely important to the student 
teachers. There was an apparent need for feedback as soon after the 
lesson presentation as possible with selected comments such as these: 
"a little chat right away, not the next day," "immediate feedback, 
instantaneous," "would tell me what she thought at the end of my 
lesson" and "after the lesson we would sit down and discuss." 
A Mulberry University graduate spoke of taking criticism 
"personally at the beginning" until she and the cooperating teacher 
knew each other better. As a relationship grew student teachers 
welcomed Increased feedback and spoke of the need for a lot of 
input." Another Mulberry University graduate lamented that she 
"wished that [her cooperating teacher] would have commented more." 
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Effective behavior twenty-four: observed inconspicuously ST teach. 
A second grade cooperating teacher at the Farmington School reported 
this behavior. She described it in the following way. 
I would always correct papers while she was teaching. I 
had one eye up there. I didn't want her to feel that she 
was on stage. The first few times she was gaining confidence 
in herself and I think she felt very confident by the end. 
Effective behavior twenty-five: observed ST teach. Reported once 
by a student teacher in the second grade at the Addison School this 
effective behavior addressed the student teacher's need for the ongoing 
presence of the cooperating teacher in the classroom as a necessary 
condition for full feedback. She described it in this way. 
When I was teaching I made sure that she [cooperating teacher] 
was there. I told her that I would rather her be there because 
I felt that if I was going to get any input, that would be the 
way to get it while she was in the classroom. 
Part Two: Subject Matter 
There was a total of twenty-three separate effective behaviors and 
190 anecdotes reported for this section which includes eight distinct 
categories. Both Category I "Inducted ST Gradually" and Category II 
"Assisted ST in Planning" each contain approximately one-fourth of the 
responses (43 out of 190 of 23%). Category III "Treated ST as a 
Teacher" included more than one-tenth the responses (25 out of 190 or 
13%). Category IV "Conferenced with ST" was slightly greater than one- 
tenth (22 out of 190 or 12%) as was Category V "Observed and/or Provided 
Feedback to ST" (20 out of 190 or 11%). Category VI "Provided Personal 
Support" (17 out of 190 or 9%), Category VII "Modeled Teaching 
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Behaviors" (11 out of 190 or 6%), and Category VIII "Oriented ST" (9 
out of 190 or 5%) were each less than one-tenth of the total responses 
reported for this section. Since both categories I and II represent 
equal weights each category and its effective behaviors will now be 
discussed• 
Category I: Inducted ST Gradually 
Effective behavior four: allowed ST to teach. There was con¬ 
sistent agreement amongst the three subgroups (5 out of 15 cooperating 
teachers, 5 of 15 student teachers and 5 of 15 graduates) that the 
amount of actual teaching experience permitted was most helpful. 
Cooperating teachers provided student teachers with "several 
opportunities to introduce various concepts" by "allowing student 
teachers to teach," to "experience all the different areas" normally 
taught in an elementary classroom. The first grade cooperating teacher 
at Madison emphasized that "the more things that she [the student 
teacher] taught, the easier it would be" while her student teacher from 
Pine College expressed a need to "demonstrate [her] knowledge ... 
because [she] was teaching it all the time." 
A fourth grade student teacher at Madison likewise described the 
"most effective thing that she [her cooperating teacher] did was just 
to let [her] teach" which was confirmed by a fourth grade student 
teacher at the Belmont School who stated that "my performance showed 
that I understood the material, read the material and was capable of 
instructing in it." Further testimony was provided by three Mulberry 
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University graduates who described their cooperating teachers as 
"allowing [them] to teach lessons," let [them] teach" and "having the 
freedom to do it without having her breathing down [their] neck(s)." 
Effective behavior ten: left ST alone in the classroom. Reported 
by one-fifth of the overall sample this behavior was identified by two 
cooperating teachers, four student teachers and three graduates. 
Anecdotes were situation-specific as some cooperating teachers "would 
start off the lesson and, [then] leave, "not go out too much" in the 
beginning but much more "near the end" or left the student teacher 
"alone with the kids for a little while" but returned for subject areas 
the student teacher had little familiarity or experience with. The 
cooperating teachers would leave "for a cup of coffee," "for long 
walks," to go "to the principal's office" or perhaps the "teacher's 
lounge" or the "cafeteria." Student teachers had evaluative comments 
such as these: "liked it, loved it," "felt more comfortable when she 
left," found it "a little easier when you are on your own" and thought 
it was "really good." 
Effective behavior eleven: increased gradually Instructional 
responsibilities. In general, student teachers started off with small 
group instruction and slowly moved to large group work depending on 
their own abilities and their interactions with unique classroom 
environments. Cooperating teachers spoke of providing "enough time 
[for student teachers] to more or less be comfortable" with a variety 
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of curriculum areas "before they move on to something else," in¬ 
struction along a continuum from "individual to small group to large," 
and "working with groups in math, social studies, science." A fourth 
grade Beech State cooperating teacher at Hamlin Elementary commented 
further: 
If it [additional instructional responsibilities] is added 
too quickly, then there is a breakdown and you have to 
back up. I think that there is a lot of judgment that has 
to be given by the cooperating teacher if you don't feel that 
that student is ready to go on to a new area. If there are 
some problems, then hold up, take another week. 
Student teachers spoke of the process as being "gradual", starting 
"everything off real slowly" and "gradually assigning work." 
Effective behavior thirteen: assigned immediately instructional 
responsibilities. Cooperating teachers encouraged participation as 
soon as student teachers entered the student teaching experience by 
assigning immediately instructional responsibilities as reported by 
13% of the total sample. Student teachers and graduates remarked about 
taking "a reading group from day one," being given a reading group "the 
first thing, the first week" and being put in charge of my own group 
right away" and "from the very beginning." 
A second grade Beech State cooperating teacher at Waterville 
Elementary shared these thoughts: 
I say one day and you are in, just one day. Jump right in 
and it is like swimming. Jump in the water and let s go 
here. Start with the kicking. That's what I do with these 
girls. It is just little things; it is not a formal lesson 
but getting used to it. Most of them have already taught 
isolated lessons through the college. I think for them to 
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sit there and waste two weeks of the sixteen is a real sin. 
So it is one day that they observe fully and then they go 
into different types of responsibility. That is my own 
personal style. I don't think they should have to sit and 
watch. They should get into it, into a routine right away. 
Effective behavior fourteen: allowed ST to select areas/topics to 
teach. Over one fourth (27%) of the student teacher sample mentioned 
this behavior as being particularly effective with comments such as the 
following: "as soon as I felt comfortable, she would let me take it," 
"allowed [me] to pick the units," "would always say what subjects would 
you like to teach this week" and "gave me an option of teaching science 
or social studies . . . also an option of five different sciences that 
the kids hadn't touched yet." 
Category II: Assisted ST in Planning 
Effective behavior two: identified and shared resources. 
Cooperating teachers often identified for, and shared with student 
teachers ideas, resources and materials that facilitated the planning 
process as reported by over half the student teacher and graduate 
subsamples (8 of 15 student teachers or 53% and 8 of 15 graduates or 
53%). The student teacher looked toward the cooperating teacher "as a 
supportive person," as a source of "available resources. . . to enrich 
the program" and as a force "to make them [the student teachers] push 
one step further" in accessing additional resources at both classroom 
and systemwide levels. 
Student teachers described their cooperating teachers as someone 
who would give me ideas and direct me to other teachers," "encouraged me 
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to go outside of the classroom and have people come in and talk to the 
kids," helped the student teacher to "find information not in a typical 
classroom textbook, to find interesting facts on trivia, interesting 
toys, hands-on games, tools, props." 
There seemed to be open access to materials at all times as 
affirmed by a Beech State student teacher at Hamlin Elementary: 
I was free to use whatever I wanted, begin wherever I 
wanted, create whatever I wanted. . . A lot of material 
was available in the classroom. 
This fourth grade student teacher described a large unit on the 
sea that both she and her cooperating teacher developed. Her 
cooperating teacher "had gone down to the Cape and brought back a 
lot of items from the Cape that she [the student teacher] had never 
seen before." As this Beech State student teacher commented, her 
cooperating teacher "shared a lot of first-hand experiences" with her. 
Other Beech State student teachers at Hamlin and Mapleton talked 
of their cooperating teachers bringing in "a lot of children s 
literature, for instance, a story about a lobster and its life, giving 
me [the student teacher] all the materials for the lesson, and 
suggesting that the student teacher "go to a library and look up fables 
and all these other different types of stories and variations of them. 
A Mulberry University alumna described how her cooperating teacher 
gave her a book to read on the writing process and how they "shared 
certain chapters." A fellow alumna talked of how her cooperating 
teacher suggested a "science kit that went along with the book," and 
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finally, another Mulberry University graduate had the following comment: 
Sometimes, if I didn't know quite what to do or how to 
present this, she would give me ideas, or she would even 
tell me where I could go to find some of this information. 
Effective behavior eight: offered suggestions. Over one-fourth 
of the cooperating teachers reported making suggestions to student 
teachers prior to their presentations that seemed to result in more 
effective instruction. The cooperating teachers provided practical 
suggestions for classroom control, bulletin boards and projects. They 
had remarks such as these: "just to make comments," "could do this or 
this would be nice," "indirect suggestions" and this specific 
illustration from a second grade teacher at the Addison School: 
For instance, in reading, if you are teaching y is long i 
and y is long e [at the end of a one or two syllable word], 
you just don't teach this and that's done. You could make 
a simple little game. You could do other things besides. 
Student teachers and graduates mentioned how cooperating teachers 
"made suggestions as to how to go about it [lesson preparation]," 
"if I [the student teacher] was stuck she [the cooperating teacher] 
would give me a suggestion and how the cooperating teacher would_ 'help 
with suggestions for bulletin boards and AV materials." 
Effective behavior sixteen: critiqued lesson plans. Reported by 
one-fifth of the student teacher subsample (3 of 15 student teachers) 
and by 11% of the total sample (5 of 45), the critique of student 
teachers' lesson plans always occurred prior to presentation of the 
lesson. Cooperating teachers would "jot some things down and go over 
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them" with the student teacher. As a first grade teacher at Madison 
remarked, "I just surveyed it [lesson plan] and it was always top 
notch." 
Student teachers had comments such as these: "penciled remarks on 
my lesson plans," "said 'Great Lesson'" or "had me write up a lesson 
plan, show it to her and then do it." A fourth grade student teacher 
at Hamlin Elementary went on: 
If she felt something really wasn't going to work, she would 
say, "I really find it a little cold here." She would say, "I 
like the idea." Sometimes she would say the lesson is going 
to work great but these six students aren't going to be able 
to handle it. They will get too noisy or too excited. Maybe 
you could change it this way or something. 
Effective behavior eighteen: directed ST to research new topics. 
The cooperating teacher at Hamlin emphasized to her student 
teacher that "you learn as much as the children and often have to learn 
more before you present something. So you dig out the books and do 
some studying and reviewing." She went on to say that "even though 
all the background information is not used it is available and helps 
to fill some of the gaps." 
Two alumnae from Mulberry University related first, that the 
cooperating teacher taught me [student teacher] how to do research, 
forced me to learn about the topic before I myself had to teach and, 
second, "had to do a lot of my own research to put together their 
[students'] whole unit." 
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Effective behavior twenty: decided areas/topics ST would tParh. 
Reported only twice by a fourth grade student teacher at Quimby and a 
second grade student teacher at the Addison School this behavior placed 
responsibility for the selection of instructional areas to be taught 
totally upon the cooperating teacher who "would decide when the 
student teacher was ready." A Pine College student teacher at Quimby 
Elementary explained it in this way: 
He would let me teach the subjects that he felt were easier 
first. For example, he waited because in reading he felt 
that there was a lot that goes into it. I'd have to master 
math first and I mentioned to him that math wasn't my 
favorite subject. He told me that if I taught math 
successfully I would not be hesitant in teaching the other 
subjects. 
Effective behavior twenty-one: required ST to develop unit. 
Reported by two Mulberry University graduates this behavior required 
the development of a unit by the student teacher. The two graduates 
made evaluative comments such as the following: "glad that I did it" 
and "worked out well." One alumna described putting "together a whole 
unit on the desert. It took a few weeks and culminated with a mural 
containing animals and things in the aessert." 
Effective behavior twenty-three: required ST to develop tests. 
This effective behavior was mentioned once by a fourth grade Mulberry 
University cooperating teacher at the Belmont School. She referred to 
"having them [student teachers] make up tests" in the various subject 
areas. 
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Part Two: Communication 
This section contained nineteen effective behaviors and 185 
anecdotes which were distributed over nine separate categories. 
Category I "Modeled Communication with School and Non-school Publics" 
was by far the strongest containing nearly half the responses (76 of 
185 or 42%). The eight remaining categories represented less than one- 
fifth of the total responses, each with a range of 16 to 1%. They 
included: Category II "Observed and/or Provided Feedback (29 of 185 or 
16%); Category III "Involved ST with School and Non-school Publics" 
(25 of 185 or 14%); Category IV "Oriented ST" (18 of 185 or 10%); 
Category V "Assisted ST in Planning" (17 of 185 or 9%); Category VI 
"Provided Personal Support" (8 of 185 or 4%); Category VII "Conferenced 
with ST" (6 of 185 or 3%); Category VIII "Treated ST as a Teacher" (4 
of 185 or 2%); and Category IX "Interrupted Appropriately" (2 of 185 or 
1%). Category I will now be discussed. 
Category I: Modeled Communication with School and Non-School Publics 
Effective behavior one: modeled effective communication with 
students. This effective behavior was reported by over half the 
cooperating teachers (53%), two-thirds of the graduates (67%) and nearly 
three-fourths of the student teachers (73%). It is best illustrated 
by reciprocal comments such as these: "to have the student teacher 
imitate some of the things that I [the cooperating teacher] am saying" 
to students and "watching her [the cooperating teacher] communicate" 
with students. In addition, it referred to a variety of communication 
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approaches utilized by classroom teachers in interactions with 
students, including but not limited to, "bulletin boards", "audio¬ 
visuals , math manipulatives" "worksheets," "posters" and "body 
language." A Beech State student teacher at Waterville Elementary, 
as an example, described how her cooperating teacher "put lines on the 
chalkboard with permanent magic marker" so that she could present 
information more carefully and more neatly to students. 
A fifth grade cooperating teacher at Mapleton described "waiting 
for eye contact"; a first grade cooperating teacher at Woodman spoke of 
"sharing different techniques on questioning"; while a first grade 
student teacher from Pine College at the Madison School enumerated 
several techniques for communicating with students which she observed 
her cooperating teacher do such as "using kids' names to first attract 
their attention," "repeating things for reinforcement," "writing BIG 
on the board", and "calling on students randomly" to maintain 
attention. 
Twenty-five miles away a fourth grade Mulberry University 
cooperating teacher at the Belmont School described a variety of 
practices in the following account: 
By doing the example myself, by showing them the different 
ways of doing things, different kinds of techniques of 
communicating with the children, either through body 
language, or speaking or even writing. . . Even doing 
something like turning off the lights to communicate 
that it's too noisy. Just giving them as many different 
ways of communicating to the children that something needs 
to be changed. I do it by example; I do it through discussion. 
I might do it by making a tape and having them listen to it. 
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So I try to do as many different things just to try and make 
them more aware. That really does seem to help. 
Student teachers made observations of their cooperating teachers 
such as these: "used vocabulary that was appropriate to the level of 
the children," "used words they [students] were familiar with," "quick 
to praise," "body language was really something," "watched her 
mannerisms," "good about clear directions," "real clear with the kids," 
"discussed things with them,"communicated fantastically," and "en¬ 
couraged the use of manipulatives." 
Effective behavior three: modeled effective communication with 
parents during parent/teacher conferences. There seemed to be three 
separate, but oftentimes interrelated approaches as to how parent 
teacher conferences were conducted by cooperating teachers as reported 
in the varied responses of nearly half the study sample (22 of 45 or 
49%). One approach involved allowing thes student teacher to stay in 
the room during the conference." During this time the student teacher 
was encouraged "to listen" and "to watch". A student teacher at the 
Belmont School described doing "busy work" in the classroom. 
At Waterville the second grade Beech State cooperating teacher 
talked to her student teacher "about what she [the cooperating teacher] 
was going to say to the parent prior to her coming in"; while the fourth 
grade cooperating teacher at Hamlin informed the student teacher as to 
how she [the cooperating teacher] would proceed:" "to always start the 
conference with something positive," to regard the student "as someone 
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this parent loves dearly," "to suggest areas the student needs to work 
on," to approach the conference with the "attitude that you are talking 
to them, not to find fault, but to help" and to be "tactful." The 
student teacher was merely an observer in this process. 
In the third approach cooperating teachers at other sites actively 
involved student teachers in conferences as indicated by these selective 
comments: "having her [the student teacher] sit in on conferences," 
"asking if she [the student teacher] had any information to add on the 
pupil," forewarned the student teacher that she would be asked "how so- 
and-so is doing so that she [the student teacher] would not be caught 
off-guard," and "introduced her as a practice teacher better qualified 
to talk to you [the parent] about how your child is doing" since the 
student teacher had the child in her instructional groups. 
Student teachers were told by cooperating teachers that parent/ 
teacher conferences were "a very important part" of their careers, and 
responded with summative comments such as "excellent experience, very 
effective," "good for the parents," and "good for me." Graduates, upon 
reflection felt "thankful" for having been included in parent/teacher 
conferences as student teachers. 
Effective behavior seven: modeled effective communication with 
parents on an everyday basis. This behavior was reported by one second 
grade cooperating teacher at the Addison School. In contrast, it was 
identified by a third of the student teachers and two-fifths of the 
graduates. Respondents cited specific examples such as the following. 
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"sending [cosigned] letters home periodically to the parents," "made 
[telephone] calls home when there were problems," "had established a 
good rapport [with parents]," dealt with parents "on the phone," was 
coached by the cooperating teacher as to what "things to say to parents 
and what things not to say" and had contact with parents through "field 
trips." The second grade Pine College student teacher at the Farmington 
School mentioned daily contact with parents of "walkers at school 
dismissal. When asked almost daily in conversations with parents as to 
how a first grade son or daughter had performed in class that day, the 
student teacher observed her cooperating teacher "smile and say 
that he/she was doing fine." The cooperating teacher then added, "if 
you want to make an appointment, we will get together and discuss it." 
The student teacher seemed to always be seeking clues as to how to 
proceed, hints for her own successful performance. She continued "to 
listen", "to watch." 
As a Mulberry University graduate remarked there were "a lot of 
classroomy things that we invited parents to", better defined by 
illustrative examples such as these: "a play performed for the entire 
body of parents," "a science fair," a "classroom tag sale" and activity 
centers for which "mothers volunteered one hour a week, came in and did 
whatever they wanted with a group of children" [such as sewing, cooking, 
physical education]. 
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Effective behavior eight: modeled effective communication with 
parents at open houses. This effective behavior was particularly 
conspicuous with 40% of the student teacher subsample reporting it and 
with student teacher responses representing 60% of the total responses 
for the behavior. It seemed that the cooperating teachers didn't have 
a clue that they were being watched so closely and carefully at open 
houses with only one fourth grade Beech State cooperating teacher at 
Hamlin identifying it. However, student teacher remarks did indicate 
that cooperating teachers encouraged attendance at open houses. They 
made comments such as these: "it would be good for you to go," "invited 
me to the open house," and "wanted me to come and meet the parents." 
Cooperating teachers basically included the student teacher in an 
open house just as a hostess would a guest at a social gathering. In 
some situations the student teacher appeared to be the guest of honor 
as "she was introduced" to all the parents; at others, the student 
teacher was introduced to "the first couple of parents" then, "just 
went around and started meeting some of the parents on [her] own." 
A fourth grade Mulberry University student teacher at the Belmont 
School described how she "didn't talk [at the open houses] but the 
four of us [student teachers] stood up there and met the parents. We 
were introduced as student teachers. All the parents were sitting 
down." Interaction with parents in this situation was kept to a 
minimum. 
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Student teachers spoke of benefits they derived from their active 
participation in open houses such as "helped me to get along with 
parents, particularly with people outside the classroom," "felt it was 
a good experience," and observed the cooperating teacher who was relaxed 
and concerned. 
Effective behavior fifteen: modeled effective communication with 
faculty, staff, administration. Conspicuous by its absence were re¬ 
sponses by cooperating teachers. However, 20% of the student teachers 
(3 of 15) spoke of the cooperating teacher's presence outside the 
classroom, how the cooperating teacher "didn't limit herself to her 
children, to her classroom," how she "knew how to get things done in 
that building," "she knew whom to see." A fourth grade Beech State 
student teacher went on at length: 
I observed her, for instance, at lunchtime. A lot of teachers 
would say, "Oh, I had a terrible day with so-and-so." Oh, 
and then maybe another teacher would pipe in, "Oh, I had that 
one last year." Sometimes a joke would come across but 
basically I never discussed the students and it was kept 
between me and my cooperating teacher. I observed from day 
one. That was one of the things that I was very curious about, 
to see how the faculty communicated with each other, who were 
the talkers and who were the people that just ..ept their 
mouths shut. You can't help but listen. If something did 
have to be said to another teacher, it was always done after 
school was out. It was done in confidence. My cooperating 
teacher just kept eating or she would decide I 11 go get a 
soda or go and use the ladies lounge right now. I will be 
back. She was very subtle in her departure or subtle in 
moving away from the topic. She just did not get involved. 
I felt very comfortable with that. 
A Mulberry University alumna talked about how her cooperating 
teacher "didn't like certain teachers and he would always say, You 
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know this is not the right way to act.' He would say to me that 1 am 
not being nice to her but she is a pain in the neck or something like 
that but he would articulate that and you could tell from his behavior 
if he liked someone." 
Student teachers continued to watch, to listen and to extract 
behaviors which they would later make their own. The second grade 
Beech State student teacher at Waterville described "watching her 
cooperating teacher with the principal, maybe at conferences too, even 
workshops." She emphasized that she would watch her [cooperating 
teacher's] interactions with the principal." Furthermore, she was 
astonished to see that her cooperating teacher "talked to the 
principal, ... as if the principal was an advocate for her." 
Effective behavior nineteen: modeled effective communication as 
"766" team member. This behavior was reported by one Pine College 
student teacher at the Newtown School who described a preparatory stage 
with the cooperating teacher in anticipation of the team evaluation and 
her actual involvement in the team meeting with illustrative comments 
such as these (edited slightly): "sat down, she and I together [to 
prepare for the meeting]," "told them [team members] what she thought 
should happen [to the student]" and discussed with them "what he needed" 
and how the plan had, and would impact the student s performance in the 
classroom. 
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Part Two: Curriculum 
The effective behaviors and anecdotes in this section represent 
the kinds of effective things the cooperating teacher did that enabled 
the student teacher to design instruction that appropriately fit the 
needs and interests of students. In all, there was a total of twenty- 
one separate effective behaviors and 133 anecdotes identified that fell 
into one of the following seven categories. Category I "Assisted ST in 
Planning" contained half the responses for this section (66 of 133 or 
50%). Category II "Modeled Teaching Techniques" contained nearly one- 
fourth of the responses (32 of 133 or 24%). The five remaining 
categories each contained fewer than 11% of the total responses for 
this section and are now listed. Category III Oriented SI had 
slightly more than one-tenth of the total sample responses (15 of 133 
or 11%); Category IV, "Conferenced with ST" (11 of 133 or 8%); Category 
V, "Observed and/or Provided Feedback to ST" (7 of 133 or 5%); and 
Categories VI and VII, "Inducted ST Gradually” and "Involved ST in 
Professional Development Activities" each contained one response at 
approximately 1%. 
Category I: Assisted ST in Planning 
Effective behavior one: acted as a resource. In general, 
cooperating teachers had a lot of material available which they were 
willing to share with student teachers. Approximately one-third of the 
cooperating teachers shared activities and materials but did not require 
student teachers to use them. They merely acquainted them with these 
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materials and allowed them to be used as they pleased. The first grade 
cooperating teacher at Madison gave her student teacher "little samples 
of art projects or she would copy down things that she [the student 
teacher] might use while the fifth grade cooperating teacher at 
Farmington made her student techer "aware of the various things that 
are available in the library." She also described materials she "had 
accumulated over the years that were made available to the student 
teacher." 
The third grade cooperating teacher at Belmont spoke of "intro¬ 
ducing them [student teachers] to different kinds of raanipulatives" 
while the fourth grade cooperating teacher at Belmont likewise stressed 
giving "them [student teachers] access to all the materials I have." 
She went on: 
That's worked out very nicely to show them what's available 
already. I can't see any sense in them reinventing the wheel 
if it's already been done. Often times I will say to them 
there may be parts of something that you would like, but yet 
you might come up with an even more original or more creative 
idea. Feel free to do that, but be aware of what's already 
been done so that you don't waste that kind of time. 
Over one-fourth of the student teachers reinforced the extent of 
this effective behavior of cooperating teachers with these representa¬ 
tive remarks: "introduced me again to all the available material," 
"had a lot of resources in the room, books, different types of games 
you can make," and "very free with sharing information or resources 
or people with talent." Over half the graduate sample responded in a 
similar fashion: "gave me a lot of references to go to [to develop a 
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weather unit]," made available whatever resources she had, "encouraged 
me to go off on my own," "could use any of their lab facilities" and 
finally, "put our heads together with the cooperating teacher as well 
as other teachers in getting resources from other classrooms." 
Effective behavior four: offered suggestions. Cooperating 
teachers in general were willing to offer suggestions, "little short¬ 
cuts," "different ways" to do things with approximately two-fifths of 
the cooperating teacher sample (6 of 15 or 40%) identifying this 
behavior and providing supportive anecdotes. The frequency of responses 
by both student teachers and graduates was consistent (3 of 15 student 
teachers or 20% and 3 of 15 graduates or 20%). Selective general 
suggestions such as the following were typical: "always telling me to 
have extra things for the kids," "to overplan," "gave me ideas about 
what would interest the students" "assume that they know nothing" and 
"made me aware that they always have to be doing things." 
In addition there were two suggestions that were situation- 
specific such as "a sheet of effective things to do from day one, to 
get through your day" mentioned by a first grade teacher at Madison and 
beefing up a science demonstration on "static electricity with a 
balloon" added by a fourth grade student teacher at Hamlin. These were 
much less frequently mentioned than those suggestions of a more general 
nature (2 of 12 responses.) 
Effective behavior five: allowed ST to design lessons^ Reported 
by two-fifths of the graduate subsample (6 of 15 or 40%) "Effective 
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Behavior Five" was mentioned by 13% of the student teacher subsample 
(2 of 15) and 20% of the cooperating teacher subsample (3 of 15). The 
cooperating teacher would suggest to the student teacher the large 
curricular area he/she would teach but allowed the student teacher 
latitude to develop the individual lesson as evidenced by these 
statements: "toward the end of the day I will tell her [student teacher] 
her blocks of time she has for the next day," "told me [student teacher] 
what the lesson was to be, addition or subtraction but as far as doing 
the lesson I was on my own unless I asked for help," and suggested that 
I [student teacher] teach a particular lesson" in math, or money?" The 
cooperating teacher allowed the student teacher "to come up with some 
lessons on money and design a unit." 
There was an expectation by cooperating teachers that student 
teachers might not always be successful. There would be successes and 
there would be failures. They were unavoidable, and necessary for 
personal growth. At Waterville Elementary the second grade cooperating 
teacher had the following remarks: 
Each one of my students at some point has blown a lesson. I'll 
say, "That's terrific!" Once you get that over with, you are 
all set to fly. If you do not bomb one then there is something 
drastically wrong here and I am going to make sure that you do 
bomb one. I just think it helps them so much that you know, 
that somebody is not constantly sitting there evaluating you, 
that feeling that somebody has an ax over your head. . . If 
you don't bomb at least one more before you leave, you haven't 
lived yet. 
Similar messages were conveyed to a Beech State student teacher 
from Mapleton by her cooperating teacher who said, "some things you are 
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going to bomb and some things you aren't" and to a Mulberry University 
graduate, "sometimes, you are going to make mistakes, sometimes the 
lesson is going to flop." 
Effective behavior seven: guided development of unit. Nearly 
one-fifth of the sample (8 of 45 or 18%) reported this behavior. 
Cooperating teachers reported starting the unit themselves and then 
having the student teachers complete it. Three of the four student 
teachers expressed similar approaches: "talking about [and selecting] 
what [unit] would be effective," review of a rather detailed outline 
[of the unit] by the cooperating teacher and how it would be "delivered 
over a period of two and a half weeks," suggesting to the student 
teacher "how to slim it down and what would have been helpful." In 
contrast a first grade student teacher at Woodman Elementary related 
how she was told "what [she] would be doing" for her unit and how her 
"cooperating teacher offered suggestions" as to how to proceed. In 
addition, a Pine College alumna described how her cooperating teacher 
"let her know through her examples the units that she had done in the 
past." 
Effective behavior nine: reviewed lesson plan prior to 
presentation. The essence of this behavior was to "review lesson 
plans" prior to their presentation. The cooperating teacher at Mapleton 
described how she would "go over an objective for a lesson, what it is 
she [the student teacher] is trying to teach and how much time she has 
to teach it" while the first grade cooperating teacher at Woodman 
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likewise outlined going "over lessons" before they're taught, making 
suggestions and offering some insights." This procedure usually 
occurred "at the beginning of the day" and resulted in positive 
evaluative comments. 
Effective behavior ten; reviewed how to write a lesson plan. 
Roughly one fifth of the cooperating teachers recalled how they would 
"literally walk them [student teachers] through a [lesson] preparation" 
during the first weeks of a placement. A first grade cooperating 
teacher at Woodman would on occasion teach "a formal plan for writing 
a lesson"; a Mulberry University graduate spoke of "types of things to 
include and things not to include"; while a fourth grade student 
teacher from Pine College at Madison Elementary described her involve¬ 
ment in this way: 
She [cooperating teacher] gave me an outline one day and she 
said, "ST3, I think this will help you to be more specific." 
From that day on and every day that I write a lesson plan I 
will think of her because of that little outline that she 
gave me. It was very, very helpful. 
A somewhat similar approach was utilized by a fellow cooperating 
teacher from Pine College at an urban setting. She enumerated for the 
student teacher what seemed to her to be the necessary components of a 
lesson plan: "motivate them," "begin with a question," "lecture," 
"involve them," and "assign written work." Evaluative comments such as 
"very helpful" and "set up nicely" were typical with the exception of 
one cooperating teacher at Hamlin who resented "the model that they 
[Beech State student teachers] had to use." 
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Effective behavior fourteen; encouraged self-evaluation of 
lessons. Exclusively reported by two Beech State cooperating teachers, 
self-evaluation of lessons implied "criticism of self" in determining 
"whether or not [lessons] worked." The fourth grade teacher at Hamlin 
proceeded by having the student teacher "sit down and write an 
evaluation" of the lesson. Below these comments the cooperating 
teacher "would put evaluation as a heading and just write [her] short 
comments and then verbally tell them" to the student teacher. This 
fourth grade teacher offered the following evaluative remarks: 
They should have the chance to say, "Oh, boy! I really blew 
it there! It sparked conversation. It was not as awkward 
for me to sit down and say, "Okay! This is what happened. 
I like the self-reflection. I find that it is an easy way 
to ease into a conversation. 
Effective behavior sixteen: gave ST his/her own plan book. In 
essence "Effective Behavior Sixteen" implied that the student teacher 
had and maintained her own plan book. A Beech State graduate who had 
obtained a teaching position contrasted the different approaches 
utilized as a student teacher and as a beginning teacher and her need to 
"relearn" and be "very formal" in her record keeping. 
Effective behavior nineteen: increased gradually number of lessons 
to design. An alumna from Beech State spoke of her increased re¬ 
sponsibility to plan, conduct and evaluate lessons as the placement 
progressed. She expressed the positive viewpoint that it was "gradual 
and it was good." 
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Category III: Oriented ST 
Effective behavior twenty: assigned case study on a child. 
This behavior was unanimously rejected by the three judges. It was 
mentioned once by a fourth grade student teacher at the Quimby School 
and involved the preparation of a "case study on a child because it 
would help [the student teacher] get to know the child and his special 
needs. 
The teacher educator believed it was "inappropriate during a time 
in which the student teacher needs to focus equally on all children." 
The elementary teacher remarked that the student teacher has "usually 
done this during prepractica as did the elementary principal who 
objected to assigning the student teacher additional busy work when 
"emphasis should be placed on daily teaching, and planning and 
preparation to insure effective lessons." 
Part Two: Management 
There were thirty-five effective behaviors and 149 anecdotes 
included in this section. The most numerous category was Category I 
"Modeled Management Behaviors for the Class as a Whole and for 
Individual Students" (61 of 149 or 41%). With only two behaviors 
Category II "Observed and/or Provided Feedback elicited twenty—two 
responses or 15% of the total sample while Category III Treated ST 
as a Teacher" generated twenty responses or 13%. Category IV Inducted 
ST Gradually" included more than one-tenth (18 of 149 or 12%) while 
Category V "Conferenced with ST" was slightly less than one-tenth (13 
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of 149 or 9%). Category VI "Provided Personal Support" (8 or 149 or 
5%), Category VII "Oriented ST” (5 of 149 or 3%) and Category VIII 
"Other” (20 of 149 or 1%), in combination, represented approximately 
one-tenth of the total responses. Category I and its twelve effective 
behaviors will now be described. 
Category I: Modeled Management Behaviors for the Class as a Whole and 
for Individual Students 
Effective behavior one: modeled specific management techniques. 
It is apparent that cooperating teachers need to be made more aware of 
their roles as models so that they will exhibit desirable behaviors. 
Two urban teachers from Madison (2 of 15 or 13%) identified this 
behavior in contrast to three-fifths of the student teacher sample (9 
of 15 or 60%). The cooperating teachers referred to behavior modifi¬ 
cation techniques such as a "strike system," time-out, praise by 
the principal" and telephone calls to "mothers for good and bad 
reasons." In a similar vein student teachers offered the following 
examples: "used a bell to quiet the kids down," "had a time-out chair" 
and a "doghouse for discipline." A second grade cooperating teacher 
at Addison contributed these two techniques she had found successful: 
"when the lights go off, their heads go down" or that students would 
have "to put their finger over their mouth" to indicate that it was 
listening time. A Mulberry University student teacher explained a 
specific and consistent policy for correcting papers employed by her 
cooperating teacher. She had a pink and blue highlighter. If they 
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[students] got a hundred, they'd highlight it. If they passed it 
back [to her] and they got a hundred, it would be a different color 
highlighter." A Mulberry University graduate mentioned writing out 
and displaying a daily classroom schedule of events while a Pine 
College alumna spoke of creative ways of "having second graders line 
up." 
Rules and routines that were established can best be 
characterized as situation—specific. The second grade teacher at 
Madison remarked about "rules being posted" while a fourth grade Pine 
College student teacher at Madison described in somewhat greater detail 
how they were incorporated into the classroom routine. 
We put rules down — "Ten, Nine, Eight, Blasting! Counting 
off to a Good Year!" It was hysterical! After a few weeks 
the rules were there. We had had our discussion. The 
bulletin board was made. Something would be going awry and 
CT3 would say, "Rule Number Seven." We were a team! We 
would both do that. It was very effective. We didn't have 
to have a big speech. Just call out the number of the rule 
and they would knock it off. 
Student teachers described practices of cooperating teachers that 
appeared desirable: "before school, coming in and putting a short 
assignment on the board," preparing packets or folders for students 
which contained "daily work," sometimes "an individualized math paper, 
an extra page for kids, a fun page or a page for listening skills," 
"their [students'] work numbered on the board" according to the order 
in which it needed to be done," "job boards" and "involving the kids 
in attendance." Student teacher went with "what works" and what 
177 
works" seemed determined by the uniqueness of each classroom environ¬ 
ment. 
In general student teachers and graduates summarized this 
behavior as watching "the way she [cooperating teacher] would parti¬ 
cipate with the children," learning "a lot of tricks from her by 
watching" and "watched how she handled different situations that came 
up." 
Effective behavior six: modeled overall classroom management. 
Reported by nearly one-fourth of the sample (10 of 45 or 22%) this 
behavior centered on the unique way in which a cooperating teacher 
promoted an orderly classroom environment overall. In general, it 
was non-specific. The cooperating teacher at Madison spoke of having 
the student teacher "observe my manner of discipline." She quipped, 
"I am not so uptight that they [students] are constantly regimented." 
At Waterville the second grade teacher described her attempts to "show 
her [student teacher] what my organization was." Some cooperating 
teachers described consistent approaches adopted schoolwide as 
"assertive discipline" at Mapleton. 
Student teachers and graduates reacted by describing their 
behavior as "watching," "observing" their cooperating teachers, 
"learning a lot of discipline rules from her" and "seeing how they did 
it and being able to borrow." 
Effective behavior seven: modeled physical management of the 
classroom. Approximately one-fifth of the sample reported "keeping the 
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room neat and orderly." This behavior addressed the more mundane 
responsibilities of classroom management such as "washing boards," 
"arranging desks" and "sweeping up the room." A third grade teacher at 
the Belmont School remarked that "this place could be a real dump, but 
there are rules in here and the kids have their own jobs." 
Effective behavior twelve: modeled time management. A few 
respondents (4 of 45) mentioned the importance of adhering strictly to 
schedules, especially when their students "were switching classes." 
They were careful in "observing time blocks," made sure that they 
didn't "waste time" and "did what they had to do." 
Effective behavior thirteen: modeled establishment of class rules. 
Cooperating teachers talked of a "certain set of rules" that they had 
in place in the classroom that the student teacher was asked "to 
follow." The fourth grade teacher at Carson Elementary reported that 
her student teacher "more or less utilized the rules that [she] had 
established with the children as did the third grade student teacher 
at Belmont and an alumna from Beech State. 
Effective behavior fourteen: modeled classroom planning. This 
behavior addressed the unique ways in which cooperating teachers 
planned their days. A fourth grade cooperating teacher at Quimby 
emphasized the importance of both daily and careful planning for each 
lesson, "knowing what you are doing, what materials you need." In 
contrast, a third grade teacher at Belmont indicated that she was not 
a teacher that plans today for tomorrow but rather early on in the 
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weekend, so that [she had] a good sense of where [she] was going." 
A Pine College student teacher from Carson commented on the ways 
in which her cooperating teacher scheduled each day or each period so 
that she gave them [students] "time to share their ideas," a "time to 
socialize" and a "time to do their work." In addition, the Beech State 
student teacher at Hamlin spoke of the ways in which her cooperating 
teacher scheduled class periods within the day and activities within 
those periods to suit the needs and interests of her students and how 
she handled transitions between periods. 
Effective behavior fifteen: did not raise voice. A Beech State 
student teacher at Carver Elementary, a Mulberry University graduate 
and an alumna from Beech State made comments such as these: "never 
yelled and I admired her for that,” "never yelled at the kids" and 
"never yelled, always had that order." A second grade cooperating 
teacher at Farmington provided the following anecdotal remarks: 
I really don't like to raise my voice. If I did I would 
turn to her and say, "ST4, I am sorry. I m sorry, class 
but I lost my temper because someone has pushed me. I 
always would add that. I don t like to raise my voice. 
I don't think that it is effective. 
Effective behavior sixteen: modeled different behavioral 
techniques for different children. This behavior implied "different 
strokes for different folks" whether required of a cooperating teacher 
by a special education plan or in response to what a cooperating 
teacher had observed. The fourth grade teacher at Belmont talked of 
doing "different things with different kids" to maintain order. 
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Effective behavior seventeen: modeled use of the plan book. Two 
urban cooperating teachers, one at Madison, the other at Addison 
stressed the importance of the planbook in the following words: "very 
big on a plan book, stressed that to her" and "stressing the plan book 
with the student teacher]." 
Effective behavior nineteen: did not sit at his/her own desk. Two 
student teachers at Pine College at the Oakland and Carson schools 
reported how their cooperating teacher would "walk around the room," 
how she "never sat at her desk." They found this helpful to keep order 
in the room." 
Effective behavior thirty-one: modeled management of class play. 
This behavior was identified by one cooperating teacher at the 
Farmington School who related how her Pine College student teacher 
assisted her in putting on "a little play at Christmas time" to which 
all the parents and a couple of the classes were invited." 
Effective behavior thirty-two: designed purposeful activities. 
A first grade Mulberry University student teacher at Woodman described 
how adamant her cooperating teacher was to have "each activity that the 
kids were going Lo engage in have a purpose," even the "ftm things." 
He would not do an activity just for the sake of doing it, because there 
was "nothing else to do." His goal was to "do things that were meaning¬ 
ful to the children." 
Effective behavior thirty-three: demonstrated ineffective 
behaviors with children for reflection by ST. This behavior was 
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unanimously rejected by the three judges. It was reported by a student 
teacher at the Carson School who provided a few illustrative anecdotes 
such as the following. 
She [cooperating teacher] would go through a lesson. Before 
the lesson she would say, "Now watch me carefully on this." 
It would be management. Watch the way that the tokens are 
used and the way I praise students and [then] tell me what 
you thought was more effective. The kids did not know this 
but she might be going through and she would say, "Oh, Sara, 
that's pretty good." She would go over to Michael and she 
would say, "Oh, Michael, you are doing so much better! Oh! 
I love the way you are handling this!" and then, "Knock it 
off, Mark", and then to another one, "Now you have to stop 
that, Thomas. That is not appropriate behavior." Later she 
would say [to the student teacher], "Well what do you think? 
Who behaved more appropriately? Who was more satisfied? 
You know [for instance] that Sarah was disappointed because 
the other child was praised much more verbally. You were 
excited when you were praising Michael." 
In their rationales for rejection the teacher educator believed it 
"more effective to demonstrate effective behaviors in front of the 
children while the elementary principal thought it possible "to discuss 
ineffective behaviors" but that demonstrating them was "detrimental to 
the student teacher, but mostly to the children. The elementary 
teacher who served as the third judge concurred. She added that "enough 
ineffective behaviors occur naturally" that could serve as material 
for reflection without a demonstration. 
Category IV: Inducted ST Gradually 
Effective behavior twenty-two: stayed in classroom^ This behavior 
was rejected by two of the three judges, specifically the elementary 
teacher and the elementary principal. The cooperating teacher was 
182 
described by two Mulberry University graduates as "always [being] 
there." They felt it took the pressure off them to maintain order. 
The cooperating teacher held the authority; the students "wouldn't dare 
misbehave" in her presence. The principal argued that "leaving the 
classroom at appropriate times allows the student teacher the freedom 
to manage and an opportunity to gain confidence" while the elementary 
teacher likewise felt that staying in the classroom was not necessary." 
Effective behavior twenty-three: stayed in back of classroom. 
A Pine College student teacher at Quimby identified this behavior as 
effective. However, it was rejected by two-thirds of the judges. In 
essence, it addressed the physical location of the cooperating teacher 
within the classroom in proximity to the student teacher and the 
students. This Pine College student teacher believed that having the 
cooperating teacher in the back of the classroom with students facing 
forward enabled the student teacher to have total control. She dis¬ 
covered that if the cooperating teacher were in the front, the students 
"would be angels because the cooperating teacher was still controlling 
the class." The elementary teacher/judge stressed that "both 
cooperating teacher and student teacher should be in and out of the 
classroom and in various parts of the room to help the student teacher 
gain experience." 
Category VII: Oriented ST 
Effective behavior twenty-six: prepared individual folders for 
ST. This behavior was rejected by a unanimous decision of the judges. 
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The fourth grade teacher at Hamlin described how she "set up folders" 
for the student teacher in which she placed "schedules, suggestions." 
She did this every week to two weeks. She shared the following 
rationale: 
If you could have a few things to share, if you could have a 
few things to take from me, then number one, it will make your 
job easier to begin with. Number two, you are taking a part 
of me and spreading it somewhere else, and number three, you 
are saying that it is purposeful. 
The teacher educator felt that it was not clear as to what was in the 
folders while the elementary principal believed it better handled in 
the curriculum area. 
Part Two: Evaluation 
There was a total of twenty-nine effective behaviors and eighty- 
nine anecdotes reported for this section which includes eight distinct 
categories. Approximately three-fourths of the responses were contained 
in Category I "Modeled for, and Involved ST with Appropriate Evaluative 
Procedures" (52 of 89 or 58%), and Category II "Modeled for, and 
Involved ST in Interpreting, Recording and Reporting Evaluative Results 
(17 of 89 or 19%). Category III "Observed and/or Provided Feedback to 
ST" included nearly one-tenth of the responses (7 of 89 or 8%) while 
Categories IV through VIII, in combination, represented almost 15%. 
Specifically, they are: Category IV "Involved ST in Self-evaluation 
(5 of 89 or 6%); Category V "Conferenced with ST" (3 of 89 or 3%); 
Category VI "Oriented ST" (2 of 89 or 2%); Category VII "Provided 
Personal Support" (2 of 89 or 2%); and Category VIII "Other" (1 of 
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89 or 1%). Category I and each of its sixteen effective behaviors 
will now be discussed. In addition, the rejected behavior, number 
twenty-six will likewise be discussed. 
Category I: Modeled for, and Involved ST with Appropriate Evaluative 
Procedures 
Effective behavior one: used a variety of evaluative procedures. 
Over one-fourth of the sample (12 of 45 or 27%) described a variety of 
evaluative procedures to assess instruction with some variations within 
those procedures. Cooperating teachers (4 of 15 or 27%) had 
illustrative examples such as these: "oral reports which were really 
important," "talked with teachers from previous years," "tests, written 
or verbal," "conferencing" and using "questions that were non-judgmental 
and open-ended." 
Comments from student teachers (3 of 15 or 20%) dealt more 
specifically with test format as they made decisions regarding multiple 
choice, short-answer or true-false. Graduates (5 of 15 or 33%) cited 
evaluative procedures such as "discussion," a "science fair' or seat- 
work" among others as they recalled avenues for evaluation encouraged 
by their cooperating teachers. 
Effective behavior two: demonstrated use of book tests. One third 
(5 of 15 or 33%) of the cooperating teachers referred to "walking 
through [book tests] with student teachers "so that they [tests] didn't 
become so horrendous." Representative comments included references 
to reading and arithmetic such as a test after every preprimer, 
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"tests for short vowels, long vowels," "mini-tests in math to give 
after the book," "unit reviews in language" and final book tests." 
A Pine College cooperating teacher at Farmington described how 
she taught her student teacher how to use the criterion-referenced 
tests in reading "because you have to have someone show it to you, and 
have it explained." Likewise the student teachers at Addison and 
Belmont spoke of unit tests in math and "evaluative tests at the end 
of the chapter." 
Effective behavior five: demonstrated how to administer weekly 
spelling tests. Student teachers described how they followed through 
in spelling "from the pretest in the beginning" to the "final test 
on Fridays." The second grade teacher at Farmington commented on some 
of the "scoring difficulties with dictation which is a little bit 
subjective." 
Effective behavior seven: used evaluative procedures appropriate 
to the instructional level or special needs of students. Approximately 
one-tenth of the sample (4 of 45 or 9%) described ways to evaluate that 
fit diverse student needs. The fourth grade teacher at Madison spoke 
of the inappropriateness of "taking one subject area and treating it 
the same for all students." She emphasized diagnosis of, and pre¬ 
scription for individual student needs in content fields. Cooperating 
teachers seemed creative in their selection of evaluative procedures 
as the "tag sale" at Newtown Elementary at which students "had to buy 
something." 
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Effective behavior ten: acted as a resource for evaluative 
procedures. Mentioned by roughly one-tenth of the sample (40 of 45 
or 9%) this behavior included anecdotal remarks such as these: "a lot 
of different things for me to try," "gave me copies and examples of 
what she had in her files" and furnished "samples of different things 
that she used to evaluate." 
Effective behavior twelve: assisted ST in developing/interpreting 
homemade tests. Three cooperating teachers affiliated with Beech State 
identified this behavior. The second grade teacher at the Addison 
School encouraged her student teacher "to make her own test up," to 
examine closely "the results" and then "reteach." At Waterville 
Elementary the second grade cooperating teacher encouraged her student 
teacher to do a "preassessraent and then a post" that she designed. 
Student teachers were often pleased to discover that their students 
performed admirably, "that they [student teachers] had come across clear 
as a bell. It reassured them and built their confidence." At Mapleton 
a fifth grade student teacher had the unique experience of working 
collaboratively with a team of five classroom teachers to jointly 
develop, administer and interpret social studies tests. 
Effective behavior thirteen: involved students in evaluation of 
instruction. This behavior was supported by illustrative examples such 
as these: "student checkers" and requiring students to "go through their 
own exams." A Pine College alumna remarked that she "liked to see them 
at least figuring out what they had done wrong." 
187 
Effective behavior fourteen: demonstrated and explained how to 
administer standardized tests. Mentioned once by a cooperating teacher, 
a student teacher and a graduate standardized testing was explained by 
the cooperating teacher from its administration through the inter¬ 
pretation of its results. A Beech State graduate was encouraged by 
her cooperating teacher to see if she perceived "any correlation" 
between testing results and the daily performance of students. 
Effective behavior sixteen: discussed with resource personnel 
progress of individual students. This behavior was reported by nearly 
one-tenth of the sample (3 of 45 or 7%). It involved personal linkage 
between the cooperating teacher within the classroom and support staff 
at the school. The fourth grade teacher at Hamlin emphasized that 
there "should be a tie-in with people who worked in the building." She 
cited her involvement with a Chapter I teacher whom she "kept abreast of 
the skills that [she] was working on "so that that person would work on 
the same skill. When the child goes out to Chapter I he is getting 
almost a double whammy." At Waterville a second grade cooperating 
teacher had her student teacher "working with the School Adjustment 
Counselor" while at Newtown a Pine College student teacher related 
being "introduced to the school nurse" and being told that she would 
"have access" to student files - "health scores, nurses' reports, 
social workers' reports, core reports." Her cooperating teacher made 
her "aware that there Is a lot of Information floating around the school 
system about children and that, as a teacher she should "find out who 
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you has got this information, where this information is and "how do 
get it." 
Effective behavior seventeen: modeled observation techniques as an 
evaluative procedure. A fourth grade Pine College cooperating teacher 
at Madison described this behavior as "just watching their [students'] 
faces during a lesson." She added that "you can see in their faces 
if the interest is there, if you are making it interesting to under¬ 
stand" while a Beech State graduate likewise targeted "the looks on 
the kids' faces" as an informal evaluation procedure. In addition, the 
teacher educator/judge reviewed it as a "powerful tool which should be 
developed" while the elementary teacher/judge "preferred this 
naturalistic approach to evaluation." She strongly believed that 
"applications of knowledge are demonstrated in an everyday context." 
Effective behavior nineteen: demonstrated and/or explained how to 
administer informal reading inventories. A third grade Mulberry 
University cooperating teacher at the Belmont school would administer 
"independent reading inventories" to her third graders as her student 
teacher "sat in and watched her go through the process. At Woodman 
Elementary an experienced first grade cooperating teacher let the 
student teacher do informal reading inventories if they had 
familiarity with them and knew how to proceed. The cooperating teacher 
clarified further that if the student teacher had "no experience with 
those types of evaluative tools, he'd show them step by step how you 
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use them, what it's used for, what do you do with the information once 
you have it." 
Effective behavior twenty-one: demonstrated how to use anecdotal 
records. A Beech State cooperating teacher at Addison related the 
ongoing utilization of anecdotal records in her second grade classroom. 
She reported weekly, if not daily entries as to which children "needed 
[additional] help" and expressed her ongoing commitment to making the 
system workable. The elementary teacher/judge confirmed that "this is 
hard to do on a regular basis" but a valuable tool that "student 
teachers should know how to use." 
Effective behavior twenty-three: modeled review techniques. A 
first grade Pine College cooperating teacher at Madison was the only 
respondent to identify this behavior. She described the incorporation 
of review techniques into the beginning of a lesson. The elementary 
teacher/judge added that "student teachers may take these techniques 
for granted, but to review successfully is something the cooperating 
teacher could demonstrate." 
Effective behavior twenty-four: showed ST how to use a workbook. 
A fourth grade student teacher at Madison provided an account of how her 
cooperating teacher showed her "how to use the workbooks effectively. 
This Pine College practitioner made the student teacher aware that 
"every page in the book doesn't have to be done," that she didn't need 
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to spend her time "doing a lot of unneccessary paperwork." Furthermore, 
the elementary teacher/judge had this to say: 
I hope somebody is showing student teachers when to use 
workbooks and when more effective evaluation tools are 
appropriate. 
Effective behavior twenty-five: Involved ST in preparation for a 
766 evaluation. A second grade student teacher at Newtown was actively 
involved along with her cooperating teacher in preparing documentation 
for a special education evaluation. Her cooperating teacher encouraged 
her to contribute thoughts, suggestions and recommendations on a 
specific youngster. The student teacher assisted the cooperating 
teacher in "writing a report" to be presented at the core meeting and 
seemed honored "to be consulted." Deciding how to collect, sort and 
present information were valuable skills as viewed by the judges. 
Effective behavior twenty-nine: allowed ST to administer 
cooperating teacher-made tests. The second grade teacher at Farmington 
found it effective to develop tests for her students which the student 
teacher would then administer. The elementary teacher/judge perceived 
'this behavior as a "sign of professional respect and a willingness to 
share one's work with a colleague." 
Category VI: Oriented ST. 
Effective behavior twenty-six: introduced ST to cumulative records 
one month after introduced ST to students. This behavior was rejected 
by a two-thirds majority vote of the judges. A second grade Pine 
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College student teacher offered evaluative remarks such as these: 
thought it was good," "didn't prejudge," "based my judgments on day to 
day interactions with kids." In contrast, the elementary teacher/judge 
thought that "student teachers should have access to cumulative records 
from the beginning so that they can plan and teach toward individual 
needs" which was further corroborated by the elementary principal/judge 
who qualified her remarks in the following statement: 
The better prepared we are to deal with students, the more 
effective our teaching. This necessitates reviewing student 
records prior to their entry in your class. IEP information- 
medical and academic data as well as social/emotional 
development is important for a teacher to know! 
Part Two: Human Dignity 
There was a total of thirty-two separate effective behaviors and 
131 anecdotes reported for this section which includes nine distinct 
categories. Category I "Responded to the Needs of Individual Students 
to Enhance Self-esteem" was the strongest containing over one-fourth 
the sample (41 of 131 of 31%). Category II "Modeled Equity, Sensitivity 
and Responsiveness to the Class as a Whole" represented one-fifth of 
the sample (26 of 131 or 20%) while Category III "Created an Attractive 
and Enjoyable Learning Environment for Students" was nearly the same 
with approximately one-fifth (23 of 131 or 18%). The six remaining 
categories represented nearly 35% of the total reponses. They in¬ 
cluded: Category IV "Inducted ST Gradually" (10 of 131 or 8%); 
Category V "Oriented ST" (9 of 131 or 7%); Category VI "Provided 
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Feedback to ST" (9 of 131 or 7%); Category VII "Treated ST as a 
Teacher" (6 of 131 or 5%); Category VIII "Provided Personal Support" 
(6 of 131 or 5%); and Category IX "Other" (1 of 131 or 1%). Category 
I will now be discussed as well as the two rejected behaviors for this 
section. 
Category I: Responded to the Needs of Individual Students to Enhance 
Self-esteem 
Effective behavior one; responded to the individual needs of 
children. Over half the sample reported this behavior (23 of 45 or 
51%) with the greatest frequency of response from student teachers 
(9 of 15 or 60%). Anecdotal accounts that elaborated further upon 
"responsiveness to individual needs" covered a variety of different 
situations. In general, respondents spoke of "working to accomodate 
each child" and "making it clear [to the student teacher] that all 
classrooms, all people are different." 
In particular respondents described "modifying the classroom 
program" to accomodate individual students in these selected examples. 
First a Beech State graduate was told by her cooperating teacher that 
"every child is not the same type of learner. There's the visual 
learner, the auditory learner; they just don't all learn the same way." 
Her fourth grade cooperating teacher at Hamlin went on to demonstrate 
this behavior by frequently "switching to the [preferred] mode" during 
instructional periods. 
At Newtown a second grade practitioner described how she tailored 
seatwork assignments to fit individual needs. "Whenever a sheet [for 
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seatwork] is passed out" it is passed out to every child. Then the 
cooperating teacher will tell the child privately that she doesn't have 
to do those papers because [she] knows that she has a lot of work to 
do." She will encourage the child to complete them at home and thus 
stave off much embarrassment. 
Another fourth grade teacher at Hamlin related how she provided 
options for a special education youngster with a writing disability by 
"allowing [him] to print on a spelling test," providing a desk "copy 
of an assignment rather than having him copy from the board" which she 
projected could be "quite tedious." In addition cooperating teachers 
responded to a number of situations of a social or medical nature such 
as the "loss of a parent," dealing with "acting out or withdrawal 
behavior" on the part of students, "handling a child with severe asthma" 
and being responsive to the "child who squints" or the "child that 
doesn't hear." 
Effective behavior seven: utilized positive reinforcement 
techniques with students. Approximately 13% of the sample (6 of 45) 
identiiied this behavior. Four of six respondents cited both "stickers" 
and "positive verbal expressions" as reinforcement techniques they 
utilized with students. A second grade teacher at Newtown related that 
"anytime a child does something really exceptional then they will have 
first choice" at selecting a favorite sticker. She went on to add: 
So we let the best, the ones who get 100 have the first 
choice and the others will still have a chance to pick up 
a sticker. 
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In this way no student would suffer embarrassment or "lose face" with 
his peers. The self-esteem of each student would be enhanced. 
Cooperating teachers spoke of a wide range of positive reinforcers 
which included "hugs," "merit badges," "a treasure chest," "reading 
parties" and "certificates for good behavior." In general evaluative 
comments from cooperating teachers regarding specific techniques used 
were positive such as "liked that idea," "loved it." 
Effective behavior ten: demonstrated how to be sensitive to 
individual needs. A little more than one—tenth of the sample (5 of 45 
or 11%) reported this behavior with respondents being student teachers 
(3 of 15) and graduates (2 of 15). However, cooperating teachers 
failed to mention this behavior probably because it zeroed in on the 
"attitude," the "disposition," the "compassion and sensitivity" of 
cooperating teachers as human beings. It would seem somewhat difficult 
for a cooperating teacher to say "I am a good, caring person. There¬ 
fore, these things happen." 
The second grade student teacher at Farmington described how her 
cooperating teacher was "sensitive to everyone and everything around 
her" while the fourth grade student teacher at Carson related how 
cooperating teacher was "sensitive to her when she was down and out" 
and how that enabled her to "relate to the children when they were down 
and out." She further added that "she would try to readjust herself to 
what they were probably feeling because she [cooperating teacher] did 
that with me [student teacher]." "Sensitivity toward the [student 
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teacher's] needs as well as the students'" 
fourth grade student teacher at Hamlin. 
was further confirmed by a 
Effective behavior thirteen: demonstrated respect for individual 
differences. This behavior illustrated respect modeled by the 
cooperating teacher toward students resulting in respect of the 
cooperating teacher by students. There was respect for "another 
person's views," respect for "feelings and rights," respect for 
"unique personalities." It is best illustrated by the following 
anecdote from a first grade teacher at Madison: 
Every child is their own person and they are not going to 
follow suit. It is not going to be done exactly the way you 
might like it but they should feel good about themselves. 
Trying not to change someone is a key thing. 
The elementary teacher/judge further added that "this is more important 
than pretending we are all alike." 
Effective behavior fourteen: used grading techniques that were 
sensitive to individual students. One-fifth of the graduates (3 of 15 
or 20%) reported this behavior representing 7% of the total sample 
(3 of 45) with specific statements such as "giving kids a few extra 
points for trying so hard," "never putting X s but circling wrong 
answers" and "meting out different levels of fairness depending on 
different backgrounds." One of the judges viewed it as "extra work 
but worth it in terras of increased self-respect. 
Effective behavior twenty-four: wrote notes to parents regarding 
positive things students did. This was a unique behavior reported only 
by the fourth grade teacher at Belmont who would "write notes home to 
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parents, not when the children are misbehaving but when they've had a 
really nice day and letting the parents know." 
Category IV: Inducted ST Gradually 
Effective behavior twenty-one: assigned ST special subjects to 
teach, e.g., art, music. This behavior was rejected by two-thirds of 
the judges. Specifically, it involved a strong suggestion by the fourth 
grade teacher at Madison to have the student teacher teach an art 
lesson, . . . teach a music lesson." The student teacher found the 
experience to be "excellent for as she said, 1 could be in a situation 
where I would be the music teacher or I would be the art teacher. The 
teacher educator/judge deemed it a more appropriate [effective 
behavior] for the content section" while the elementary teacher/judge 
thought that both the "student teacher and the cooperating teacher 
should plan to share specials.” She continued, 'it's good experience 
and a good forum for expressing some emotional issues related to human 
relationships.” 
Category V: Oriented ST 
Effective behavior twenty-eight: avoided reviewing cumulative 
records until end of experience. This behavior was rejected by two- 
thirds of the judges. It was reported by a Mulberry University 
graduate who related "never looking at the records or anything until 
the last week that I was there because he [cooperating teacher) did not 
want me to get any misconceptions about the kids." This alumna believed 
that it "taught [her] to find the needs." 
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Both judges expressed the opinion that "the student teacher should 
know as much as possible about students prior to the experience," that 
"student teachers should have this information in order to teach 
effectively." 
In summary, then 176 effective behaviors that fell into fourteen 
categories were identified in response to the questions posed in the 
interview guide and are listed in Appendix MM. Distinct patterns 
emerged for Part One and the six sections of Part Two as now summarized. 
The provision of personal support and encouragement in general by the 
cooperating teacher received greatest recognition when responses were 
elicited to the overall experience. When asked specifically for 
effective behaviors in the area of subject matter student teachers' 
responses most often addressed induction to the teacher role and 
assistance in classroom planning. Step by step, student teachers were 
guided by the cooperating teacher in the development of subject matter 
curriculum and their gradual assumption of responsibility for it. 
The influence of modeling dominated the effective behaviors 
reported in the area of communication. Cooperating teachers were 
watched very closely and very carefully by student teachers in all 
their interpersonal interactions with school and non-school publics. 
In the area of curriculum half the sample reported in some way that 
assistance with classroom planning was paramount which closely 
paralleled the earlier pattern of subject matter. 
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Effective behaviors in the area of management were heavily 
weighted in favor of modeling behavior by the cooperating teacher. 
There was a strong emphasis on "what works" in a unique classroom 
setting with extremely limited consideration of "why". Conspicuous by 
its absence was any attention to current effective teacher research. 
There was an emphasis on "trial and error" with what seemed to be 
total rejection by student teachers as to what they might have learned 
earlier on the college campus. 
Modeling behaviors were particularly strong in the areas of 
evaluation as cooperating teachers demonstrated for, and involved 
student teachers with a variety of evaluative procedures that ranged 
from home-made tests to book tests to standardized assessments with 
several variations in between. The influence of modeling continued as 
a strong force in the development and maintenance of human dignity 
within the classroom whether it be with individual students or with the 
class as a whole. 
Research Question 2 
To determine the differentiated ways in which selected elementary 
teacher preparation programs worked with the cooperating teacher during 
the practlcum, the researcher obtained and analyzed practices and 
descriptions of those practices from institutional reports, the 
additional documentation, interviews with contact persons and interviews 
, , nrortices and descriptions from each 
with cooperating teachers. The practices 
4 d orsH lifted individually, and in corn- 
source were coded, categorized and listen in 
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bination. While it is impossible to include for this research question 
the complete qualitative data from which the findings are derived, 
selected illustrative examples will be provided in the descriptions of 
the specific practices. 
Table 12 lists the practices reported by the four sources from 
most to least frequent in occurence. Table 13 shows the reported 
practices in evidence at each institution. The practices and, as 
appropriate, their descriptions were organized and analyzed in response 
to the data obtained. They are now described, as reported, from most 
frequent to least frequent. 
Practice One: College Supervisors 
The college supervisor's active involvement as a member of the 
student teaching triad is a mandated component of the practicum ex¬ 
perience according to Massachusetts Regulations For The Certification of 
Educational Personnel.225 However, the initial review of institutional 
reports revealed only ten of fourteen institutions that cited the 
presence of college supervisors as integral components of their student 
teaching programs. Additional documentation was elicited from Juniper 
College, Blue Spruce, Magnolia State and Maple State College which 
resulted in confirmation of the involvement of college supervisors in 
the practicum at all four of these institutions. Consequently, fourteen 
out of fourteen colleges/universities identified the college supervisor 
as a means by which they worked with the cooperating teacher during the 
practicum making this the most frequently identified practice. 
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TABLE 12 
MOST TO LEAST FREQUENT PRACTICES BY FREQUENCIES AND PERCENTAGES 
Practlce Frequency % 
1. College supervisors 14 100 
2. Three-way conferences 12 86 
3. Student teaching handbooks 11 79 
4. Periodic meetings between CT's and/or 
Department Chairs and/or Department 
members 9 64 
5. 3-6 observation visits by college 
supervisor 7 50 
6. Formal input into program planning and 
development by CT's 6 43 
7. Attendance by CT's at college functions/ 
events 5 36 
8. Weekly observation visits by college 
supervisors 5 36 
9. Informal input into program planning and 
development by CT's 5 36 
10. Telephone calls 4 29 
11. Evaluation packets 4 29 
12. Conferences and/or meetings to explain 
regulations 3 21 
13. Teacher education coordinating committees 3 21 
14. Formal evaluation of CT's by college 
supervisor 3 21 
15. Practicum advuisory committees 2 14 
16. Formal evaluation of CT by student 
teacher 2 14 
Continued next page 
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TABLE 12 Continued 
17. 
18. 
19. 
20. 
21. 
22. 
23. 
24. 
25. 
26. 
27. 
28. 
29. 
30. 
31. 
32. 
33. 
34. 
35. 
Practice 
Informal evaluation of CT^s by college 
supervisor 
Cooperating teacher handbook 
Formal letters of appreciation to CT's 
School-based clinical staff with college 
faculty status 
Campus schools 
Selected satellite schools 
Coordinator of Student Teaching/Field 
Placements 
Training of CT's in supervision and 
feedback 
Pre-conference between college supervisor 
and cooperating teacher at placement 
site 
Ongoing practitioners meetings at 
college 
Participation of CT's in student 
teaching seminars 
Brochures on teacher education program 
Evaluation schedule 
Informal thank you notes from college 
supervisors 
Resource people 
Stable group of CT's 
College supervisor assigned to same 
sites each year 
Stable group of placement sites 
Two student teachers at one site 
Frequency 
2 
2 
2 
2 
2 
2 
1 
1 
1 
1 
1 
1 
1 
1 
1 
% 
14 
14 
14 
14 
14 
14 
14 
7 
7 
7 
7 
7 
7 
7 
7 
7 
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There was great variation in the nature and qualifications of the 
college supervisor. One college, Pine College, explicitly stated that 
"full-time faculty members supervised student teachers." At Barberry 
College and Laurel College supervision was done by both full-time and 
adjunct faculty and at Cedar College, by part-time faculty exclusively. 
At Mulberry University supervision was conducted most frequently by 
doctoral students and sometimes, by full-time faculty as was the common 
practice at Boxwood College. Some institutions such as Dogwood State 
adhered to more generalized, vague descriptors for college supervisors 
as "qualified faculty members." 
In the additional documentation obtained from Magnolia State, the 
Director of Teacher Education wrote: 
How many [college supervisors] and where depends on the 
academic courseload of the faculty member and the location 
of the practicum site. 
The comments of cooperating teachers about their relationships 
with college supervisors varied. Most expressed positive, supportive 
comments. One cooperating teacher in a suburban setting described her 
supervisor aj "very visible." Her comments, edited only slightly to 
improve clarity, follow: 
He had been a practicing educator, had been a principal and 
a teacher and was very sympathetic. He carried off the role 
very appropriately and very efficiently because he was there. 
He was visible. He was a good listener. 
In contrast, a third grade cooperating teacher had this to say. 
"Normally, the supervisor doesn't have the faintest idea of what 
elementary education is about." 
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There Is tremendous variability of college supervisors across 
settings and personalities as reflected in the words of one of the two 
male cooperating teachers in the sample. 
* * * and there is a person there who is responsible. The 
quality of that depends to a certain point on the person filling 
the position and how much time they are able to give. I think 8 
it's less important than my relationship with the student 
teacher. 
In the same way that classroom teachers are often isolated from 
their colleagues in other classrooms, it appeared that student-teacher, 
cooperating teacher, college supervisor triads were likewise isolated in 
carrying out the student teaching experience. The contact person at 
Beech State framed it aptly when she said: 
We left it up to the supervisor to go through those guidelines. 
Some do; some do not. So that the supervisor and the cooperating 
teacher and the student teacher understand. It's a system that 
we have, a process that we have, that we leave a great deal up 
to the student and the supervisor. 
Practice Two: Three-way Conferences 
During the student teaching experience three three-way conferences 
involving the cooperating teacher, the college supervisor and the 
student teacher are required for endorsement of the student teacher for 
the Elementary Teacher certificate in Massachusetts. This practice was 
mentioned by twelve of the fourteen institutions in their self-study 
reports. Magnolia State and Barberry College made no mention of 
three-way conferences. 
Additional documentation from Barberry College and Magnolia 
State was elicited. The practices reported in the institutional report 
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were verified by the Director of Teacher Education at Barberry. Further 
modifications of, and/or additions to the extent practices were not 
indicated by him. Magnolia State did not respond to the request for 
additional documentation. One may surmise that the absence from these 
reports of documentation for required three-way conferences is due to 
their presumed presence in any approved program and the lack of a need 
to state them. 
At Maple State College three-way conferences "are conducted near 
the beginning, the middle and end of practicum at which time, the group 
analyzes, discusses, evaluates the student's progress utilizing an 
assessment instrument." The number of three-way conferences usually 
varied from three to six, depending on the nature of the placement. 
Supervisors at Blue Spruce College conducted four three-way conferences 
at "3,6,9 weeks and the end of the practicum," while at Laurel College 
there were three" three-way conferences during each semester of student 
teaching." At Mulberry University the designee interviewed mentioned 
that there were a "minimum of three meetings with the student teacher, 
the cooperating teacher and the college supervisor." 
Practice Three: Student Teaching Handbooks 
Handbooks for student teachers, that often included, but were not 
limited to, suggested weekly outlines to be followed by the student 
teacher, evaluation/supervision forms, and descriptions of roles and 
responsibilities for those involved in the experience ranked third with 
eleven of fourteen institutions reporting their existence and their 
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usefulness. The Institutional report from Blue Spruce College described 
the handbook "to be a most valuable document and made It available to 
all students In the program and to cooperating school personnel." Wide¬ 
spread dissemination of the student teaching handbooks to cooperating 
school personnel, including building principals and cooperating 
teachers, was implicitly or explicitly stated in most of the reports. 
In practice, evaluative comments from cooperating teachers 
affiliated with Pine College and Mulberry University consisted of 
expressions such as "very well organized," "very helpful," "very 
informative," and "very clear" to describe the handbooks. More 
negative viewpoints were expressed by the cooperating teachers from 
Beech State. A common complaint voiced was that copies of the handbooks 
were not made directly available to the cooperating teachers. This is 
best illustrated by the remarks of a fifth grade teacher and a second 
grade teacher in two distinct rural settings (edited slightly): 
The handbook was given to us by the student ... My girl 
came for the teachers' meeting. She came the first day of 
school also. But I wanted to see a book. I wanted to know 
beforehand what was expected of me and I did not have that. 
I was not happy about that. 
And: 
The students got the handbook but we received none. They 
are supposed to let us look through their handbooks. It is 
big enough to choke a horse. 
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Going on, this second grade teacher at Waterville Elementary added 
I think that what they should be after is a positive teaching 
experience, to get as much out of it as you possibly can, from 
the real world. If you throw a handbook in, it*s like you have 
to do this. You have to do that. When you say that to people 
you lose all your spontaneity. ’ 
The contact person at Beech State confirmed that handbooks were not 
systematically distributed to cooperating teachers but were supplied 
upon their request. 
Practice Four: Periodic Meetings 
Periodic meetings between cooperating teachers and/or college 
supervisors, Department Chairs, and Department members were held at 
scattered times during the practicum. They included both small and 
large group formats and had planned agendas. The Cooperating Teacher 
Reception held by, and at, Pine College, prior to, or at the beginning 
of student teaching, and the informational meetings held at public 
school sites by the Director of Placement and other Department members 
at Maple State College to discuss their programs and hear concerns about 
them serve as examples of the types of meetings represented within this 
group. This grouping is the fourth most prevalent practice reported by 
nine of the fourteen institutions or 64% of the sample. 
Evaluative comments by Pine College cooperating teachers about the 
Cooperating Teacher Reception included statements such as "found it very 
good," "thought it was worthwhile," "very nice . . . made me more 
appreciative of how uncomfortable she [student teacher] might be when 
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she came to my setting." The contact person at Pine College described 
the Cooperating Teacher Reception as "a social but also, as an 
opportunity for them to discuss questions, for us to tell about our 
expectations from the college point of view." 
In contrast, a cooperating teacher at Mulberry University had a 
dimmer view of the success of the periodic get-togethers held by, and 
at, that institution. She commented: 
r\r"inVf S°eS °ff the Way they anticipate because half 
of^the time the people from Mulberry University don't show up 
It s not due to a lack of interest. It's due to all the 
extenuating circumstances. But, they truly have tried to get 
people together. & 
Practice Five: Three to Six Observations/Visits 
Sometimes, in addition to, but most frequently, in conjunction 
with the occurrence of three-way conferences, college supervisors 
conducted on-site visitations and/or observations. This practice was 
reported in more than half the institutional reports. The number of 
visits ranged from a minimum of three indicated by Mulberry University 
and Beech State to a minimum of six recommended by Pine College and 
Dogwood State. They were described as "on-site visitations ,r 
"supervisory visits" or "on-site observations." Their stated purposes 
appeared to be to focus "on the competencies of the student teacher 
during his/her semester long experience," to afford "the opportunity to 
monitor each student teaching experience closely and carefully." 
Three Beech State cooperating teachers did voice concerns about 
the frequency and length of the Beech State supervisory visits. One 
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cooperating teacher, when interviewed, felt that the college 
supervisor's stay was too brief and his attention diverted to materials 
in her classroom. In particular, she said, "I think he only stayed 
because he liked my magnifying glass." 
Another Beech State cooperating teacher had the following remarks: 
_ came out three times and asked me the questions 
that she had to ask me and that was it . . . I, other than 
that, didn't hear a lot. I would say that she was here a 
half hour to forty—five minutes observing. 
The comments of the two previous cooperating teachers, in addition 
to those of others, previously mentioned, seem to indicate that the 
strength of, and respect for the relationship with the college 
supervisor during observation visits, in particular, hinges on the 
length and quality of contact time available to nurture that relation¬ 
ship . 
Practice Six: Formal Input into Program 
Planning and Development 
This practice represented formalized procedures utilized to 
enhance future program planning and development efforts during the 
practicum. In general, there was a formal process that had been 
developed and implemented by the college/university. In particular, 
formal assessment of a program took place through completion of written 
forms and surveys by cooperating teachers, and/or the review of meeting 
minutes. The review of the fourteen institutional reports revealed six 
colleges/universities which identified this practice as a way in which 
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their institution worked with the cooperating teacher during the 
practicum. 
At Mulberry University the cooperating teacher was "asked to give 
a summative evaluation of the semester's program. This evaluation was 
then used to plan the next semester’s program." Survey forms were used 
at Dogood State, Juniper College and Pine College to "comment on whether 
or not they [cooperating teachers] felt practicum students were well 
prepared in the various areas of teaching competencies," "to critique 
programs at the end of the experience." A Practicum Committee which met 
formally with college supervisors and practicum students was established 
at Beech State "to assess the documentation paradigm for each 
certification program. Information from cooperating teachers on the 
Practicum Committee assisted college faculty and supervisors in their 
design of activities required of practicum students." The contact 
person at Beech State saw the purpose of the Practicum Committee as 
being "for modification more than anything else." 
Practice Seven: Attendance by Cooperating 
Teachers at College Functions/Events 
In the examination of institutional reports by the researcher two 
included illustrations of this practice. At Forsythia University the 
Education Department sponsored a conference on Bilingual Education which 
was open, but not limited to cooperating teachers affiliated with their 
programs. This event was also made available to principals and the 
larger school community. Blue Spruce College held a Practicum 
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Appreciation Dinner for cooperating teachers directly involved in the 
student teaching experience. At this function, a valuable interchange 
between cooperating teachers and college personnel occurred.226 
In addition to these two functions/events documented in the 
college/university reports, cooperating teachers at Mulberry University, 
Beech State and Pine College spoke of similar functions during the 
interviews. Two Pine College cooperating teachers mentioned a Teacher 
Convocation which included a dinner and a program to honor teachers. A 
fourth grade teacher at Madison had the following evaluative comments 
about her inclusion in the evening event: 
I think those things are nice because they make you feel more 
involved with the College. It is good for both sides. It makes 
you feel more like a cooperating teacher, more involved with 
the College. It makes you feel that you enjoy what you are 
doing and more willing to take another student teacher. You 
have to have that, that support. 
All five Beech State cooperating teachers in the sample mentioned 
a tea held at the end of the experience, jointly for cooperating 
teachers involved with the practicum and for cooperating personnel 
assisting with the pre-practicum experiences. One cooperating teacher, 
in particular, voiced the concerns of the others in the following 
remarks (edited slightly): 
Well! There was a tea. My student teacher came in and said, 
"There is this tea that we could both go to at the College if 
you wanted to go." It was the week before the end. I received 
no correspondence from the College. 
Both the contact person at Mulberry University and the contact 
person at Pine College spoke of planned Appreciation Dinners for 
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cooperating teachers that had to be "cancelled due to weather 
conditions" or "because of the number of cooperating teachers who 
decided not to come." 
Thus, a little over one third of the fourteen institutions con¬ 
sidered this practice a viable link with the cooperating teacher. The 
contact person at Pine College commented on "looking into ways of doing 
it more attractively." 
Practice Eight: Weekly Observation Visits by 
College Supervisors 
Five colleges/universities documented the weekly presence of the 
college supervisor at practicura sites for the entire student teaching 
experience. At Magnolia State "one college faculty member was in the 
elementary school two days a week and the other, one day. Three 
professional personnel supervised and advised the students." "On-site 
weekly observations and evaluations of the student teacher were 
completed by the college supervisor" at Hemlock College as well as at 
Cedar College, Blue Spruce College and Forsythia University." The 
purpose and nature of these weekly observations appeared identical to 
those observations/visits described earlier as occurring on a less 
frequent basis. 
Practice Nine: Informal Input into Program 
Planning and Development 
This practice primarily included the obtaining of verbal input 
from cooperating teachers for program improvement efforts at the 
college/university. It was most often incidental, unplanned, involving 
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dialogue between a cooperating teacher and a college/unlversity faculty 
member. At Juniper College there appeared to be "continual Input Into 
departmental programs" as there was at Blue Spruce College through "the 
conversational reports" with cooperating teachers. Informal Input most 
often occurred "at times of observation/evaluation visits "as documented 
by Pine College. Evaluative comments at Hemlock College regarding 
practicum forms, the calendar and schedule as well as topic and resource 
suggestions were frequent contributions by cooperating teachers. 
Practice Ten: Telephone Calls 
Supervisors at Juniper College and Pine College made themselves 
available by telephone at all times to cooperating teachers. 
Documentation from Pine College emphasized a reciprocal relationship in 
that "supervisors called cooperating teachers or vice versa if there was 
a problem." In addition, cooperating teachers at Mulberry University 
and Beech State during the interviews mentioned "that they were free to 
call at any point if there was a problem," that "the lines of 
communication were kept open at all times." A Mulberry University 
cooperating teacher had the following remarks. 
I’d say in the last ten years that I've not felt that I 
was out on a limb all by myself. I really felt that I had 
somebody that I could call on. 
The Pine College contact person stated that "the supervisor often 
called between visits if there was a problem with the student teacher. 
Then, their avenues were open for the cooperating teacher to call the 
supervisor." 
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.•ewer than one third (4 out of 14) of the coUeges/univer.ttle. 
reported telephone calls to, and by the supervisors as a current 
practice. However, the cooperating teachers. In particular felt 
there was a "nice relationship," that the "college was very co¬ 
operative." It seemed that this form of personal communication outside 
of the practlcum site between cooperating teacher and college supervisor 
enhanced that relationship. 
Practice Eleven: Evaluation Packets 
The content of evaluation packets varied slightly from one setting 
to another. For the most part, they included the Practlcum Form 
mandated by the State, supervisors’ report forms, and summary reports of 
the practicura experience. Hemlock College reported the enclosure of 
printed statements of their policies governing student teachers, copies 
of the "Regulations' Common Standards and Program Standards and a 
calendar of the practicum semester." Further communication with Hemlock 
indicated the inclusion of syllabi for the seminar and connected 
coursework, as well as a project list required of all student teachers. 
Included in the Practicum Evaluation Packet at Boxwood College was 
a form for the cooperating teacher on which "to record significant 
anecdotes and occurrences for a given student teacher." Evaluation 
packets as described in the institutional reports of Juniper, Hemlock 
and Laurel Colleges were prepared and disseminated in place of student 
teaching handbooks at other institutions. For the most part the 
evaluation packets contained forms and descriptions of procedures 
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necessary for the college supervisor and the cooperating teacher 
to carry out the student teaching experience. Less than one-third (4 
out of 14) reported their use. 
Practice Twelve: Conferences and/or Meetings 
to Explain Regulations 
These occurred during the advent of implementation of the new 
state regulations for the certification of educational personnel in 
Massachusetts at Dogwood, Juniper and Pine Colleges, in particular as 
documented in their institutional reports. The purpose of the meeting 
held in the Fall of 1981 at Juniper College was to "acquaint cooperating 
practitioners with the new certification regulations, ... to highlight 
the major changes from the old regulations and to inform them of the new 
standards and their increased responsibility." Dogwood State "hosted a 
series of conferences aimed at sharing with cooperating practitioners 
and administrators the new certification standards and their role in 
them." A representative from the Massachusetts Bureau of Teacher 
Preparation, Certification and Placement spoke at two of those 
conferences. Approximately one-fifth (3 out of 14) of the 
institutions documented the occurrence of this practice. 
Practice Thirteen: Teacher Education 
Coordinating Committees 
These committees dealt with all aspects of teacher education at 
their respective institutions. Although not the primary focus, student 
teachers and cooperating teachers received some consideration from the 
groups. They were documented in the institutional reports of Magnolia 
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State and Pina Colleges. Reference was *ade to the* by the contact 
persons at Mulberry University and Pine College and through additional 
documentation elicited from Magnolia State College. 
At Magnolia State College the local -Superintendents' Association 
voted for a Teacher Education Coordinating Committee to work with 
Magnolia State College in the planning and coordinating of programs. 
Specifically, a committee was created that consisted of three members 
from each organization." Their purpose was to "design guidelines and 
policies for practicum experiences" and "to have input in terms of 
cooperative planning and evaluation of their academic programs. The 
Coordinating Committee met at least once during each semester and 
reported regularly to its respective parent organization." Additional 
documentation elicited from the Director of Teacher Education at 
Magnolia State confirmed that "a cooperating teacher . . . consistently 
sat as a member of the Teacher Education Council." 
The Pine College contact person spoke of a Teacher Education 
Advisory Board on which cooperating teachers were represented along with 
principals and other school community members. The contact person from 
Mulberry University described a Teacher Education Policy Board whose 
membership included faculty from the university as well as the public 
schools. The presence of teacher education coordinating committees or 
their equivalents was reported by approximately one fifth, three of the 
fourteen institutions. 
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Practice Fourteen; Formal Evaluation of 
Cooperating Teachers by College Supervisors 
A formal evaluation of cooperating teachers by the college 
supervisor was documented by Dogwood State and Cedar College in their 
institutional reports as well as by the contact person at Beech State. 
These were planned, written evaluations from which data were obtained 
and used by college faculty. 
The report from Dogwood State made reference to formal review of 
the cooperating practitioner by both the practicum supervisor and the 
Coordinator of Student Teaching and Field Placement each semester. 
Cedar College included the specific form for evaluating the cooperating 
teacher as an appendix in its report. Data were sought regarding 
modeling, induction, personal support and conferencing behaviors 
demonstrated by the cooperating teacher. Additional documentation 
provided by the Director at Cedar College indicated that "edu¬ 
cational staff met and discussed the formal evaluation of cooperating 
teachers by college supervisors for future reference." 
The Beech State contact person stated during the interview that 
"the college supervisor evaluated the cooperating teachers" and made 
reference to a form used. Formal evaluation of cooperating teachers by 
the college supervisor was a practice utilized by roughly one fifth of 
the colleges/universities. 
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Practice fifteen; Practicum Advisory 
Committees ' ‘ 
These committees dealt specifically with the structure and content 
of the student teaching programs at Maple State and Beech State 
Colleges. The Maple State Teacher Education Advisory Council consisted 
of cooperating teachers, principals and Education Department faculty 
whose purpose was "to share mutual concerns about the entire program 
involving student teachers. This included making recommendations that 
shaped policy on the course background of their students and cooperating 
teachers, the amount of time spent at the sites and the standards or 
competencies on which students would be evaluated at each level of 
preparation, Phase I, Phase II and Phase III." The Practicum Committee 
at Beech State included cooperating teachers, college supervisors and 
practicum students. Its nature and purpose were discussed earlier under 
Formal Input into Program Planning and Development by Cooperating 
Teachers." 
Practice Sixteen: Formal Evaluation of 
Cooperating Teacher By Student Teacher 
Written evaluations of the cooperating teacher by the student 
teacher occurred at both Cedar College and Beech State. The 
institutional report prepared by Cedar College included as an appendix 
"Evaluation of Practicum by College Student" which contained four 
questions related specifically to the evaluation of the cooperating 
teacher. Briefly, they were: 
3. Did the cooperating teacher serve as a good role model of 
effective teaching? 
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4. Was the supervision given by the cUssroo™ teacher supportive 
and helpful? 
3. Were you given adequate experience working with students 
individually, in small groups and in large groups? 
9. Were you given adequate experience working in all curriculum 
areas?^7 
During an interview at Beech State the contact person made 
reference to an evaluation form on cooperating teachers completed by 
student teachers when questioned about formal ways in which Beech State 
worked with the cooperating teacher during the practicum. Thus, there 
was evidence of this practice at two sites. 
Practice Seventeen: Informal Evaluation 
of Cooperating Teachers by College Supervisor 
This practice occurred through informal, verbal dialogue between, 
and among college faculty members at Dogwood State and Pine College. 
The quality of these [student teaching] situations was constantly 
monitored through informal and formal review of sites and cooperating 
practitioners by the practicum and pre—practicum college supervisors and 
Coordinator of Student Teaching and Field Placements each semester" at 
Dogwood State. The Pine College contact person during the interview at 
Pine College remarked that "cooperating teachers were evaluated 
informally by supervisors." Further documentation of this practice at 
other institutions from the cooperating teachers interviewed, and the 
additional documentation sought, was lacking. 
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Practice Eighteen: Cooperating Teacher’s 
Handbook ~ " 
Limited Information regarding the substance of a Cooperating 
Teacher's Handbook was mentioned by Beech State and Boxwood College In 
their institutional reports. Beech State described the handbook as a 
booklet that outlined the roles and responsibilities of cooperating 
teachers. Each practicum student shared this booklet with the assigned 
cooperating teachers and school administrators." Boxwood College 
mentioned the inclusion of "excerpts of the new regulations" in the 
handbook which was disseminated to every cooperating teacher. 
Practice Nineteen: Formal Letters of 
Appreciation to Cooperating Teachers 
This practice was not revealed in the researcher’s examination of 
the fourteen institutional reports. However, it was indicated, in 
interviews by the contact persons at both Beech State and Pine College 
as a means by which these colleges worked with the cooperating teachers 
during the practicum. Quick mention was made of it by the Beech State 
contact person during the interview. However, the Pine College contact 
person went on in greater detail. She added: 
The final formal way is a letter of appreciation that is sent 
to each cooperating teacher after they have had a student teacher. 
In that letter is enclosed an honorarium or a course certificate 
as a token of our appreciation. 
Practice Twenty: School-based Clinical 
Staff with College Faculty Status 
This practice was documented in the institutional report of 
Forsythia University and Laurel College. It was appropriately 
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illustrated by specific staff/faculty positions a 
iorsythia, "school-based clinical affiliate staff 
at each institution. At 
f constituted a vital 
link between the Department of Education and the classrooms of the 
cooperating teachers in which the student teaching was done. The post 
of Clinical Instructor in Education was filled by the principal of the 
school that served as the teacher training center for the Forsythia 
student teachers'1. Responsibilities primarily included program 
coordination, instruction and advisement of students, in addition to 
the Clinical Instructor in Education, there were part-time affiliate 
appointments for "field-based staff who held affiliate appointments as 
Liaison Clinical Instructors in Education." At Laurel College, the 
Director of the Campus School was a professor in the Department of 
Education and Child Study and participated in all its deliberations and 
decisions." 
Practice Twenty-one: Campus Schools 
Involvement with their campus schools during the practicum was 
documented by both Magnolia State and Laurel College in their 
institutional reports. "The Laurel College Campus School served as the 
center for practicum work in elementary teacher preparation. The major 
purpose of the Campus School was to provide such a center for teacher 
preparation. Thus, a close working arrangement between the School and 
the Department had been part of the School's institution of structure 
since its inception more than fifty years ago." In a similar vein, the 
Campus School at Magnolia State was utilized by the Education Depart- 
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ment as a student teaching site. 
Practice Twenty-two: Selected Satellite 
Schools - 
Both Magnolia State and Cedar College mentioned the utUUatlon of 
selected satellite schools as practice™ sites. At Magnolia State, these 
satellite schools "offered constructive learning experiences directly 
related to pre-service teacher education, specifically student teaching 
Inherent in this selection was the importance of establishing a mutual 
understanding of philosophical ideas and required competencies between 
the college and the cooperating schools." Additional documentation 
clarified their nature. "Most of the student teachers were placed in 
schools in the immediate area of the college. They strove to have four 
to six students placed in a given site to provide a more comprehensive 
supervisory experience for the student, the cooperating personnel and 
the college supervisor. Likewise, Cedar College worked with a stable 
group of four local elementary schools. 
Practice Twenty-three: Coordinator of 
Student Teaching/Field Placements 
This position was cited by both Beech State and Dogwood State as a 
formal means by which the college worked with the cooperating teacher 
during the practicum. At Dogwood State the Coordinator of Student 
Teaching and Field Placements maintained "continuous communication with 
school administrators through the placement process." At Beech State 
the position of Coordinator of Student Teaching Placement was a "six 
credit permanent position." The Coordinator distributed practicum 
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handbooks, forms, vouchers and other official college materials to 
students and cooperating practitioners." The contact person at Beech 
State upon reflection added the following remarks: 
Well, I think you’re coordinating placements. I am not sure 
you are working with cooperating teachers. Now if you add rhar 
to placement, then that's a full-time job. 7 dd h 
Practice Twenty—four; Training of Cooperating 
Teachers in Supervision and Feedback " 
This practice was documented by Mulberry University in its 
institutional report. Specifically, it stated that "cooperating 
teachers are trained by the program to give daily supervision and 
feedback to the student teachers." However, this practice was not 
reported by the designee at Mulberry nor by the Mulberry cooperating 
teachers interviewed. 
Practice Twenty-five: Pre-conference Between 
College Supervisor and Cooperating Teacher 
One "lone" Beech State cooperating teacher identified this 
practice which involved her, a Beech State college supervisor and one 
other Beech State cooperating teacher. Evidence for the existence of 
this practice was not reported in the Beech State institutional 
document, in the interview with the Beech State contact person nor in 
interviews with other Beech State cooperating teachers. It seemed 
situation-specific. This fourth grade teacher at Hamlin Elementary 
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way (edited slightly to described the pre-conference in the following 
improve clarity): 
--- happened to be the person who was the supervisor. 
She came in and had a pre-conference with both Ms 
me. We were made aware of exactly what was expected"^ us. I 
think probably this time, more so than other times that I*ve had 
on^f^ tS’ ^ Sroundwork was laid more firmly and with more 
specifics as to exactly what had to be done. The orientation 
d°*e b^Dr’ --- personally. That was what I would 
call it. It was a meeting of about an hour and a half but it was 
done here, at this plant. She went through exactly what was 
expected, what needed to be handed in. We had the practicura book 
or follow through. She explained everything in there and asked 
us if we had any questions. 
Practice Twenty-six: Ongoing Practitioners' 
Meetings at College 
Investigation of the Beech State institutional report revealed 
this practice. These meetings "were scheduled each semester, with 
invitations to all practitioners and their administrators." Input was 
sought specifically in regard to "practicura evaluation activities and 
their assessment" and also, "the practicum handbook and portfolio 
materials and their review." This practice of holding practitioners' 
meetings at the college was mentioned only by this one source. 
Practice Twenty-seven: Participation of 
Cooperating Teachers in Student Teacher Seminars 
As described in the institutional report of Hemlock College, 
cooperating teachers have participated in seminars with student teachers 
over the past several years. "Their contributions to discussions 
concerning classroom management, teacher evaluation and bilingual 
education" have proven especially valuable. Additional written 
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documentation obtained from the Program Director at Hemlock College 
clarified the nature of cooperating teacher Involvement. All 
cooperating teachers were invited to attend eight to nine seminars 
conducted weekly during the last weeks of the practlcum. However, not 
all cooperating teachers were able to attend regularly. Following a 
formal hour long presentation, an informal exchange amongst participants 
occurred. Topics varied from semester to semester based on specific 
needs, interests and requests of the student teachers. 
Practice Twenty-eight: Brochures on 
Teacher Education Programs 
The institutional report of Mulberry University documented the 
existence of specialization brochures which "made the cooperating 
teachers aware of the philosophical foundations of each specialization" 
that could be pursued at the elementary level. 
Practice Twenty-nine: Evaluation Schedule 
A Pine College cooperating teacher in an urban elementary school 
identified correspondence from the college regarding the suggested 
schedule for completing and returning evaluations to the college as a 
means by which the college worked with her during the practicum. Her 
comments follow: 
The times were very helpful. This evaluation was to be in by 
such and such a date. I could gear myself timewise too. I could 
think about my student teacher, M. _ and some of the 
things she did. I got prepared for the evaluation expected from 
me. 
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Practice Thirty: Informal Thank Yon 
Notes from College Supervisors 
During the interview with the Beech State contact person it -as 
noted that "some supervisors send a note, a thank-you." The contact 
person remarked that she sometimes sent appreciation notes to 
cooperating teachers. 
Practice Thirty—one: Resource People 
A recent practice at Mulberry University documented in the 
institutional report, was the presence of resource people/doctoral 
students trained in the same specialized programs as the student 
teachers. They visited the school sites each week and conferenced with 
the student teachers and cooperating teachers. Specifically, "they 
observed the student teachers in action, held conferences, and helped to 
facilitate the relationship between the student teacher and cooperating 
teacher. In addition, they conducted a three credit course in Human 
Relations. This practice did not appear ongoing from the comments, and 
lack of them, by both the designee and the Mulberry cooperating 
teachers. 
Practice Thirty-two; Stable Group of 
Cooperating Teachers 
Testimony is provided in the institutional report of Forsythia 
University for the ongoing involvement of Forsythia with a stable group 
of cooperating teachers during the practicum. "With the relatively 
small number of students at each school, it has been possible through 
the close and continuous contact of the Forsythia supervisors to build a 
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The 
stable and supporting staff of competent cooperating teachers 
evidence goes on to relate that "the majority of cooperating 
teachers 
have been with the program from almost Its Inception." furthermore. It 
was noted that five cooperating teachers had completed a Master’s degree 
through course vouchers received as compensation for serving as 
cooperating teachers. 
Thirty-three: College Supervisors 
Assigned to Same Sites Each Year 
Indicated in the institutional report of Forsythia University is 
the practice of assigning Forsythia University supervisors to the same 
practicum sites each year. Documentation in the report states that 
university supervisors are assigned to the same cooperating schools 
each year and are well-known to the cooperating school staff." 
Practice Thirty-four: Stable Group 
of Placement Sites 
The elicited documentation from Barberry College included this 
additional practice of utilizing stable practicum sites for student 
teachers. The Program Director wrote that "the sites are usually the 
same from semester to semester." 
Practice Thirty-five: Two Student 
Teachers at One Site 
The contact person at Mulberry University spoke of the recent 
emphasis at Mulberry of placing more than one student teacher, commonly 
two, at one school site for the practicum. She remarked that "there was 
a problem when they were forty miles away.” She spoke of the benefits 
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as, "first of all, the supervisors' time in ter„s of being able to visit 
area schools as well as the student teachers having soneone there to 
help." 
Visual examination of these specific practices reveal that there 
are certain overarching themes that bind the practices together. These 
themes include communication, supervision, program planning and develop¬ 
ment, coordination and evaluation. The frequencies listed in Table 14 
illustrate the overall preponderance with communication practices by the 
sample. Their presence at selected colleges and universities is 
represented in Table 15. Similarly, the strength of supervisory 
practices is likewise represented in Tables 16 and 17. The diminishing 
themes of program planning and development, coordination and evaluation 
are represented in Tables 18 through 23. 
Summary 
Overall, the majority of practices identified addressed the themes 
of communication and supervision. Cooperating teachers' comments, in 
particular, centered on practices that enhanced individual and/or 
institutional contacts of a more personal nature with the 
college/university. These practices were of both a formal and informal 
nature such as receptions, teas, telephone calls. Little testimony came 
from cooperating teachers for their involvement in, or awareness of, 
practices in program planning and development, coordination and/or 
evaluation. However, practices within these themes were most often 
cited in written documentation from, and conversations with 
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TABLE 14 
COMMUNICATION PRACTICES ARRANGED FROM MOST FREQUENT TO LEAST 
(N=14) frequent 
Practice 
Student Teaching Handbooks 
Periodic Meeting Between Cooperating Teachers 
and College Supervisors and/or Department 
Chair and/or Department Members 
Frequency 
11 
9 
Attendance by Cooperating Teachers at c 
College Functions/Events 
Evaluation Packets 4 
Telephone Calls 4 
Conferences and/or Meetings to Explain 3 
Regulations 
Cooperating Teacher Handbook 2 
Brochures on Teacher Education Program 1 
Formal Letters of Appreciation to 1 
Cooperating Teachers 
Informal Thank-you Notes from 1 
College Supervisors 
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TABLE 16 
SUPERVISION PRACTICES ARRANGED FROM MOST FREQUENT TO LEAST FREQUENT 
(N=14) 
Practice Frequency 
College Supervisors 14 
Three-way Conferences 12 
3-6 Observation Visits by College Supervisors 7 
Weekly Observation Visits by College 3 
Supervisors 
Training of CT's in Supervision and 1 
Feedback 
Pre-conference Between College Supervisor 1 
and Cooperating Teachers at Placement Site 
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TABLE 18 
PROGRAM PLANNING AND DEVELOPMENT PRACTICES ARRANGED FROM MOST 
FREQUENT TO LEAST FREQUENT 
(N=14) 
Practice Frequency 
Formal Input into Program Planning and 6 
Development by Cooperating Teachers 
Informal Input into Program Planning and 5 
Development by CT's 
Teacher Education Coordinating Committees 3 
Practicum Advisory Committees 2 
Ongoing Practitioners' Meetings at College 1 
Participation of Cooperating Teachers 1 
in Student Teacher Seminars 
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TABLE 20 
COORDINATION PRACTICES ARRANGED FROM MOST FREQUENT TO LEAST FREQUENT 
Practice Frequency 
School-based Clinical Staff with College 2 
Faculty Status 
Campus Schools 2 
Selected Satellite Schools 2 
Coordinator of Student Teaching/Field 2 
Placements 
Stable Group of CT's 1 
College Supervisors Assigned to Same Sites 1 
Each Year 
Resource People 1 
Two Student Teachers at One Site 1 
Stable Group of Placement Sites 1 
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TABLE 22 
EVALUATION PRACTICES ARRANGED FROM MOST FREQUENT TO LEAST FREQUENT 
(N=14) 
Practice Frequency 
Formal Evaluation of Cooperating Teachers 3 
by College Supervisors 
Informal Evaluation of Cooperating Teachers 2 
by College Supervisors 
Formal Evaluation of Cooperating Teachers 2 
by Student Teacher 
Evaluation Schedule 1 
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college/university representatives. This finding is not surprising 
considering the distinct responsibilities of, and expectations for both 
parties. 
For the most part, practices seemed situation-specific. They 
were not common across institutions, and in some cases, within 
institutions. As there was variability across institutions, there was 
even greater variability amongst their practices. 
There were few instances of permanent personal linkages between 
the faculty of the college/university and the cooperating teacher in the 
elementary school. Cooperating teachers changed; college supervisors 
changed; sites changed. Cooperating teacher-college supervisor dyads 
seldom remained the same as their nature was altered in some way. For 
the most part, a systematic, continuous relationship involving 
cooperating teacher, college supervisor and site was lacking. 
Finally, conspicuous by its absence, was any effort to prepare 
cooperating teachers for their role. There weren't even hints that such 
efforts were forthcoming. 
Research Question 3 
To ascertain how elementary teacher preparation programs in 
colleges/universities can link with cooperating teachers in elementary 
schools in a manner likely to increase the effectiveness of the 
practicum experience, data compiled from interviews with contact persons 
and cooperating teachers at Pine College, Beech State and Mulberry 
University were analyzed in conjunction with information obtained in 
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Question One and Question Two. Consequently, a partnership model 
between an elementary teacher preparation program and selected 
cooperating teachers in elementary schools is presented. 
First, suggestions from the fifteen cooperating teachers and then, 
the three contact persons are listed separately in Tables 24 and 25. 
Selected illustrative examples are provided in the following 
descriptions of specific suggestions. They are arranged from most 
frequent to least frequent as reported by each data source. 
Suggestions of Cooperating Teachers 
Suggestion One: More Information 
on College Program 
There is an apparent need to know more about the teacher 
preparation program from which the student teachers come as indicated by 
nearly half the sample. One suburban cooperating teacher from Mulberry 
University suggested a group meeting which might help her "understand 
the placement of the student teachers better," whereas a Beech State 
cooperating teacher at a rural site recommended "an orientation before 
the students came so that you would know what their [Beech State's] 
expectations were. ' Furthermore, a Pine College cooperating teacher 
suggested the same, specifically "something in a more academic setting." 
She went on: 
What are your expectations from us as cooperating teachers 
as well as what you want the student teacher to get out of this 
besides the same old jargon about experience in the classroom 
and that sort of thing? 
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TABLE 24 
SUGGESTIONS FROM COOPERATING TEACHERS REGARDING CONSTRUCTIVE PROCEDURES 
TO INCREASE THE EFFECTIVENESS OF THE PRACTICUM 
(N=15) 
Suggestion Frequency Percentage 
1. More Information on Teacher Preparation 7 
Program 
2. Greater Involvement of Cooperating 4 
Teachers in the Teacher Preparation 
Program 
3. Workshop for Cooperating Teachers 3 
4. Common Philosophy Regarding Student 2 
Teachers 
5. Meetings to Acquaint College Supervisors 2 
and Cooperating Teachers Prior to 
Student Teaching 
6. Participation of Cooperating Teachers 2 
in Student Teaching Seminars 
7. Same Supervisors Assigned to Same Sites 2 
8. Less Paperwork 2 
9. Preliminary Visit by Student Teacher 2 
to School Site 
10. Announced Visits by College Supervisors 
11. Listing of Effective Things for 
Cooperating Teachers to Do 
12. Greater Input into Assigning Grades for 
Student Teacher 
13. Greater Involvement of College Supervisor 
at Site 
14. Full-time Faculty Serve as College 
Supervisors 
47 
27 
20 
13 
13 
13 
13 
13 
13 
13 
7 
7 
7 
7 
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TABLE 25 
SUGGESTIONS FROM CONTACT PERSONS REGARDING CONSTRUCTIVE 
TO INCREASE THE EFFECTIVENESS OF THE PRACTICUM 
(N=3) 
PROCEDURES 
Suggestion Frequency 
1. Appropriate Incentives 3 
2. Increased Stature 3 
3. Careful Selection of Cooperating Teachers 2 
4. Informal Exchange Between, and Among, 2 
Cooperating Teachers 
5. Placement in Selected Schools 1 
6. Advisory Group of, and for Cooperating 1 
Teachers 
7. Anecdotal Records on Cooperating Teachers 1 
8. Cooperating Teacher Handbook 1 
9. Increased Communication Between Cooperating 1 
Teachers and Teacher Preparation Program 
10. Placement Handbook 1 
Percentage 
100 
100 
67 
67 
33 
33 
33 
33 
33 
33 
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In addition, two cooperating teachers from two separate 
institutions saw a need for clearer expectations for working with the 
student teacher to be outlined by the college. A Beech State 
cooperating teacher remarked: 
I don't know what they expect. They have never given me anything 
that said she needs ex number of lesson plans in that book or that 
she needs this kind of log. There was no written correspondence 
between them and me, no handbook. 
Two Pine College cooperating teachers, one, a third grade teacher 
at an urban site, the other, a fifth grade teacher at a suburban site 
wanted an outline of the courses taken in the teacher preparation 
program. The former felt it would be beneficial to have "a little 
comment on what the courses are because you can read anything into a 
name, — just a little comment, the content, what the expectations are. 
The latter cooperating teacher stated that it "would help to know just 
what the student had been prepared in, so you could evaluate what she is 
doing." 
Suggestion Two: Greater Personal 
Involvement of Cooperating Teachers 
in the Teacher Preparation Program 
Nearly one third of the cooperating teachers (4 our of 15) 
expressed a desire to play a larger role, not only in the student 
teaching experience, but also, in the teacher preparation program as a 
whole. A second grade cooperating teacher at the Farmington School 
wanted "to get to know more o£ the people at Pine College who are in the 
Education Department" while the first grade teacher at Madison 
suggested increased participation by cooperating teachers In jointly 
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She planning the student teaching experience with the college, 
wondered whether you couldn't set up something with the teachers." 
A rural second grade teacher and a suburban fourth grade teacher 
advocated greater personal involvement by cooperating teachers in the 
teacher preparation program both prior to and, during student teaching. 
The rural second grade teacher thought "it would be nice if cooperating 
teachers could come in on a very informal basis and talk to students at 
the college in small groups about teaching. . ." She further commented 
that there needs to be "more communication between the college and the 
critic teachers" and, how helpful it is "to visually see somebody." A 
fourth grade suburban teacher cited the present practice between Belmont 
School and Hemlock College of participation by cooperating teachers in 
student teaching seminars. She spoke in a lofty way of Hemlock's 
Director who "made a point of getting to know us. She's taken that 
time, that little extra time, and they've invited us there frequently to 
talk to students in special meetings, special classes and that, I think, 
has bridged the gap.” 
Suggestion Three; Workshop for 
Cooperating Teachers 
One fifth of the sample (3 out of 15) suggested a workshop for 
cooperating teachers. A second grade teacher at the Farmington 
School suggested a workshop "where you tell me what is really expected 
of me . . . And, list the things, and perhaps, go over with me not only 
what is expected of me but how I should be approaching the student." 
She saw the need for "feedback from someone above myself." A fourth 
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grade male cooperating teacher at the Quimby School likewise suggested 
an "informal workshop or two for all cooperating teachers." He said, "I 
think I could have used a lot more information." While at the llaalin 
Elementary School, a fourth grade teacher stated that "a workshop 
in which you might be able to keep people abreast of the current state 
regulations" would be helpful. It would be a time for cooperating 
teachers to "share what they are doing, how they are accomplishing these 
requirements." 
Suggestion Four: Common Philosophy 
Regarding Student Teachers 
Two cooperating teachers expressed strong feelings that co¬ 
operating teachers in general, need to have an appropriate, shared 
philosophy for having a student teacher. A Beech State cooperating 
teacher at Waterville Elementary suggested pooling of cooperating 
teachers, talents and philosophy." She further added that "colleges 
need to be more selective as to whom they are turning their students 
over to. It shouldn’t be a matter of needing to fill so many slots. A 
fourth grade cooperating teacher at the Belmont School voiced a stronger 
need "to have a particular philosophy for having a student teacher." 
She stated that a student teacher is not a "slave". The student teacher 
is not in the classroom "to make sure all the desks are straight, to 
make sure all the dittoes are run off." She was firm in stating that 
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she wouldn't give her student teacher anything to do that she would not 
do herself. She continued: 
It is a fifty-fifty proposition in terras of treating them 
with a certain amount of respect and humanity and giving them a 
chance to develop the skills that they need to develop as a 
teacher. They don't do it by sitting back and doing nothing. 
They have to be encouraged and they have to be shown how to do 
certain things. 
Suggestion Five: Meetings to Acquaint 
College Supervisors and Cooperating 
Teachers Prior to Student Teaching 
A preliminary meeting between cooperating teacher and college 
supervisor, prior to their involvement with the student teacher was 
heartily endorsed by two second grade teachers from both Beech State and 
Pine College. Better characterized as get-acquainted meetings for 
personalities and programs involved, they would encourage casual 
conversation as a prelude to continuous and purposeful conferencing 
throughout the experience. A° the second grade teacher at the 
Newtown School remarked, "there is nothing better than a personal 
touch." 
Suggestion Six: Participation of 
Cooperating Teachers in Student 
Teaching Seminars 
The inclusion of cooperating teachers as instructors in the 
student teaching seminars was suggested by cooperating teachers at both 
Mulberry University and Pine College. As a fourth grade teacher from 
Mulberry University commented, "bringing in the actual professional . . 
gives it more credibility and makes the student feel a lot better about 
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it." She asserted that "it makes it different enough [so] that they 
don't put a deaf ear to it." 
In a similar vein, a Pine College first grade teacher saw it as 
advantageous "to have some of the teachers that the student teachers 
work with . . . discuss what their different rooms are doing or maybe, 
offer some tips." In particular, she would recommend topic areas for 
cooperating teachers such as twenty-five art lessons to share, twenty- 
five social studies activities or "having someone come and actually do a 
lesson with them." 
Suggestion Seven: Same Supervisors 
Assigned to Same Sites 
Two of the fifteen cooperating teachers suggested that the same 
supervisors be assigned to the same sites on an ongoing basis. They 
made comments such as these: "at the beginning, it would help to make 
that triangle work," or "it would be nice to see the same person on a 
long-term basis, not just a year or two," or "would help to make the 
whole situation much easier if there was more contact and more 
communication." 
Suggestion Eight: Less Paperwork 
Of Che two cooperating teachers who did suggest less paperwork., 
one was affiliated with Beech State and the other with Pine College. 
These cooperating teachers expressed negative views regarding the 
quantity and quality of paperwork involved. A second grade teacher at 
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Waterville Elementary spoke of dual responsibilities for the twenty-t.vu 
children In her classroom and the student teacher within her charge. As 
she described it. "we were literally wearing these handbooks around our 
necks with a chain." 
A fifth grade suburban teacher at Oakland added: 
I think that with all the work that has to be done, that that 
is an imposition that could be made simpler. 
Suggestion Nine: Preliminary Visit by 
Student Teacher to School Site 
It was suggested by the two cooperating teachers at Mapleton and 
Oakland Elementary Schools that a preliminary visit to the placement 
site prior to the practicum experience be made by the student teacher. 
The Beech State fifth grade teacher at Mapleton thought "it would be 
helpful ... to at least visit a school beforehand" while the Pine 
College fifth grade teacher at Oakland thought it particularly 
beneficial "if the student teacher had access to the books that she was 
going to be using prior to the beginning of the practice teaching so 
that she would have a chance to become familiar with some of the 
material she was going to cover." This suggestion highlights the common 
theme in teacher education that the student teacher basically provides 
the relationship between the college/university and the public schools. 
Suggestion Ten: Announced Visits 
by College Supervisors 
A site difference was apparent regarding the practice of announced 
visits by the college supervisor. Also, it was situation-specific with 
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the suggestion reported by two cooperating teachers assigned the same 
college supervisor from Beech State. A second grade teacher at Addison 
Street School shared that she would like to have the college supervisor 
say "when he was coming," or that she "would have liked to have talked 
to him." Whereas, the fifth grade teacher at Mapleton indicated "that 
they [college supervisors] drop in unannounced. She went on: 
I would much rather have an appointment, a clear-cut time. 
I'll be seeing you at such and such a time and we will be 
talking about these things. That's not done at all. 
Suggestion Eleven: Listing of Effective 
Things for Cooperating Teachers to Do 
One isolated Beech State cooperating teacher at the Mapleton 
School suggested making available a list of effective ways for co¬ 
operating teachers to work with student teachers. She stated it 
succinctly when she described it as "not necessarily something that you 
have to do but suggestions as to things they [college supervisors] have 
found effective with other cooperating teachers." 
Suggestion Twelve: Greater Input into 
Assigning Grade for Student Teachers 
A Beech State fourth grade teacher at Hamlin Elementary thought 
that the cooperating teacher should have a greater say in determining 
and/or assigning the student teaching grade. As a fourth grade 
classroom teacher she had extensive experience as a cooperating teacher 
with several area student teaching programs. She expressed that "she 
would like to have a good portion to say about it [student teaching 
grade] in terms of the student." 
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Suggestion Thirteen: Greater Involvement 
of College Supervisor at Site 
This recommendation was particularistic given that this Woodman 
Elementary cooperating teacher had recently completed a graduate program 
at Mulberry University and was suggesting getting "some of the 
professors [from there] right into the classroom." He reflected upon 
this "opportunity to get professors into the classrooms, to do some 
things with their student teachers . . . positive things to help in 
[their] training" and likewise, contribute to the classroom curriculum. 
Suggestion Fourteen; Full-time Faculty 
Serve as College Supervisors 
The first grade teacher at Woodman Elementary expressed a 
preference to have the professors from Mulberry University "do the 
supervising" rather than graduate students. He felt that "the more 
direct contact there is, the better." 
Suggestions of Contact Persons 
Suggestion One: Appropriate Incentives 
All three contact persons mentioned increased and more appropriate 
incentives for cooperating teachers. The Beech State contact person 
pondered: 
I may go into some of the places where I know the cooperating 
teachers. What do you think? What could the College do for the 
cooperating teachers? We might even have a seminar for students 
saying, "would you find out from the cooperating teachers what 
they would like? 
The Pine College contact person concluded that "we need to provide more 
things to benefit them before we can ask much more. 
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Suggestion Two: Increased Stature 
There was total agreement that the stature of cooperating teachers 
should be elevated as evidenced by these comments: "if we could soaehow 
convey that they are respected within the university community" or “any 
way that we could raise the stature of a cooperating teacher would be 
beneficial." 
Suggestion Three: Careful Selection 
of Cooperating Teachers 
Both Beech State and Pine College contact persons suggested 
careful selection of cooperating teachers as the pivotal point for 
personal linkage between the college/university and the public school 
with remarks such as the following: "to find out who are your best 
teachers" and "to select out people that are especially effective and to 
use them consistently." 
Suggestion Four: Informal Exchange 
Between, and Among, Cooperating Teachers 
The Beech State contact person recommended that cooperating 
teachers "come and just share some thoughts and ideas." She implied 
that there be some structure imposed, that "they have a specific reason 
for coming.'’ The Pine College contact person thought that "teachers 
254 
could, in many ways in-service themselves, that we could provide the 
vehicle for that. She continued: 
There are some cooperating teachers that are outstanding. 
They have figured out ways to work with student teachers‘and they 
are very successful. So, to me it would be worthwhile exposing 
some of them to a new cooperating teacher or one that has been 
having difficulty, having that person meet with, talk with 
someone who is very effective in it. 
Suggestion Five: Placement in 
Selected Schools 
This suggestion came from the researcher’s home institution, Pine 
College. The contact person had the following comment: 
We have contemplated the possibility of having a larger, 
greater number of teachers in selected schools so that we could 
work with them in a group within their schools. An advantage 
would be efficiency, time saving on the part of the supervisor. 
Another advantage would be having a school that committed itself 
to teacher education. The principal, the teacher . . . That 
might be very favorable. 
Suggestion Six: Advisory Group of, and 
for Cooperating Teachers 
This suggestion was unique to Beech State. The contact person 
felt that if any change was forthcoming at Beech State, it would start 
with an advisory group for cooperating teachers. She would "establish a 
committee group that would meet twice a year on cooperating teachers and 
[just] let them talk." 
Suggestion Seven: Anecdotal Records 
on Cooperating Teachers 
This suggestion was particular to Pine College and intended to 
serve a dual purpose in evaluation and placement. As the contact person 
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remarked, "each supervisor [would] keep a record of experience with 
their cooperating teacher so that they could be used for future 
placements." 
Suggestion Eight: Cooperating 
Teacher Handbook 
This recommendation was made by the Beech State contact person. 
She saw the need for a less cumbersome student teaching handbook, one 
specifically targeted at the cooperating teacher. She added: 
It's easier to read four pages than a hundred. . . It's going 
to have to be short, sweet and to the point or they won't read 
that either. 
Suggestion Nine: Increased Communication 
Between Cooperating Teachers and Teacher 
Preparation Program 
The Beech State contact person felt that there should be greater 
articulation of the policies and practices that guide the student 
teaching experience. She hinted that this articulation was far less 
than widespread amongst the participants involved in the experience. 
She concluded that "we need to do more in public relations and 
communication.” 
Suggestion Ten: Placement Handbook 
The contact person at Mulberry University suggested the 
development of a placement handbook that can '•streamline the process." 
Although she expressed general satisfaction with present communications 
she added that "we don't feel like we've reached the ultimate." 
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These suggestions advanced by cooperating teachers and contact 
persons in Question Three as well as the body of effective behaviors 
reported in Question One and selected practices in the areas of 
coordination, and program planning and development identified in 
Question Two were incorporated into a conceptual framework linking an 
elementary teacher preparation program in a college/university 
with cooperating teachers in public schools and illustrated visually in 
Figure 1* The fourteen suggestions of cooperating teachers, ten 
suggestions of contact persons, effective behaviors of cooperating 
teachers, in general, and nine selected practices in coordination, 
program planning and development along with five components of the 
proposed cooperating teacher partnership are arranged in the matrix 
format illustrated in Table 26 so that each component of the partner¬ 
ship is shown to have an intersection with one or more elements from 
the data sources. Each intersection represents a site for interaction. 
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COOPERATING TEACHER PARTNERSHIP MODEL 
PROJECT 
DIRECTOR 
PROGRAM 
COORDINATOR 
STAFF 
SCHOOL 
BOARDS 
t 
SUPERIN¬ 
TENDENTS 
PRINCIPALS 
BOARD OF 
TRUSTEES 
Figure 1. Cooperating Teacher Partnership Model 
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TABLE 26 
RESPONSE OF PARTNERSHIP COMPONENTS TO THE DATA GATHERED 
Component of Cooperating 
Teacher Partnership Model 
Data (Suggestions, Clinical Exchange Colloqula Summer 
Behaviors, Practices) Teams Program Institute Council 
More Information on 
Teacher Preparation 
Program XX X 
Greater Involvement 
of Cooperating Teachers 
in the Teacher 
Preparation Program XX XX 
Workshop for Cooperating 
Teachers X 
Common Philosophy 
Regarding Student 
Teachers 
Meetings to Acquaint 
College Supervisors 
and Cooperating 
Teachers Prior to 
Student Teaching 
Participation of 
Cooperating Teachers 
in Student Teaching 
Seminars 
Same Supervisors Assigned 
to Same Sites X 
Less Paperwork X 
Preliminary Visit by 
Student Teacher to 
School Site X 
XX XX 
X XX 
X 
Continued next page 
259 
TABLE 26 Continued 
Component of Student 
Teaching Partnership 
K.v.srs:;;,,, c;:ir 
Listing of Effective 
Things for Cooperating 
Teachers to Do X 
Greater Input Into 
Assigning Grade for 
Student Teacher X 
Greater Involvement of 
College Supervisor 
at Site X 
Full-time Faculty Serve 
as College Supervisors X 
Appropriate Incentives X 
Increased Stature x 
Careful Selection of 
Cooperating Teachers X 
Informal Exchange 
Between, and among, 
Cooperating Teachers X 
Placement in Selected 
Schools X 
Advisory Group of, and for 
Cooperating Teachers 
Anecdotal Records on 
Cooperating Teachers 
Cooperating Teacher 
Handbook X 
X 
X 
X 
X 
X 
X 
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Continued next page 
TABLE 26 Continued 
Component of Student 
Teaching Partnership 
Data (Suggestions, Clinical Exchange 
Behaviors, Practices) Teams Program 
Colloquia Summer 
Institute Council 
Increased Communication 
Between Cooperating 
Teachers and Teacher 
Preparation Program X X XXX 
Placement Handbook X 
Effective Behaviors 
(Question One) X X 
Formal Input into 
Program Planning/ 
Development X X 
Informal Input into 
Program Planning/ 
Development X X XXX 
Practicum Advisory 
Committees X 
Selected Satellite 
Schools X 
Ongoing Practitioners' 
Meetings at College XXX 
Participation of 
Cooperating Teachers 
in Student Teaching 
Seminars X 
Stable Group of 
Cooperating Teachers/ 
Sites X 
College Supervisors 
Assigned to Same Sites 
Each Year X 
Minimum of Two Student 
Teachers at One Site X 
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Descriptions of the behaviors, practices and suggestions are 
outlined above in Question One and Question Too and in part, in 
Question Three. The individual components of the partnership will „ow 
be described. 
Cooperating Teacher Partnership Model 
Clinical Teams 
A clinical team is a cluster of two to five cooperating teachers 
and the building principal at a single elementary site who assume 
responsibility for the professional development and evaluation of two to 
five scudent teachers placed with them during the practicum. The total 
membership of the clinical teams would approximate thirty participants 
who would collaboratively, with college/university faculty, initially 
develop a planning model for how the college/university could better 
work with cooperating teachers to enhance the effectiveness of the 
practicum. 
The principal and cooperating teachers from each clinical team 
would then work jointly with an assigned college/university coordinator 
in the coordination, supervision, and evaluation of elementary student 
teachers. The individual composition of each clinical team would be 
predetermined within the local setting as a component of the application 
procedure. For example, there could be a clinical team of five first 
grade teachers at one setting and another clinical team of teachers, one 
each at grades 1,2,3,4 and 5 at another setting. These clinical team 
members would enjoy greater collegiality and feel less isolated than 
their counterparts in more traditional student teaching arrangements. 
6 
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They would be given Adjunct Faculty status by the college/university 
with accompanying privileges as well as honoraria. 
Each clinical team individually or in combination would determine 
specific procedures by which it would work with the college/university 
in coordinating and supervising the practicum as well as conducting the 
student teaching seminar. An analytic seminar concurrent with the 
practicum and team taught by college/university faculty and clinical 
team members would take place at the school sites. 
Working relationships between the college/university and the 
public schools would be initiated or extended. It is anticipated that 
operational procedures might differ slightly at different sites and 
also, for different grade levels. The commitment of practicing 
professionals to the development and evaluation of new members to the 
profession and their willingness to work toward better school 
environments are strong strands woven into the clinical teams. 
Some specific, as well as shared responsibilities for each role 
follow. 
Principal 
1. Works with college coordinator to obtain appropriate placements for 
student teachers. 
2. Orients student teachers to the educational setting, building 
procedures, school discipline code. 
3. Observes and evaluates student teachers. 
4. Participates in clinical team meetings, as appropriate. 
5. Attends the Summer Institute. 
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College Coordinator 
1. Provides 
inservice 
and/or arranges and/or participates In Informational/ 
sessions as needed by cooperating teachers and student 
teachers. 
2. Coteaches student teaching seminar i-v, „ 
g serainar with cooperating teacher(s). 
3. Leads clinical team meetings at school site. 
4. Observes and evaluates student teacher a minimum of three times. 
5. Participates in three three-way conferences. 
6. Attends the Summer Institute. 
Cooperating Teacher 
1. Orients student teachers to the classroom, available resources, 
curriculum guides, texts. 
2. Establishes a schedule for increased instructional reponsibilities. 
3. Participates, as appropriate, in student teaching seminars. 
4. Participates in clinical team meetings at the school. 
5. Observes and provides feedback to student teacher through 
frequent conferencing. 
6. Completes, at a minimum, three formal evaluation reports. 
7. Participates in three three-way conferences. 
8. Attends the Summer Institute. 
Exchange Program 
Cooperating teachers and/or principals from the clinical teams 
could make a request to the Partnership Director to spend time at 
educational settings affiliated with the Partnership. 
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Cooperating teacher(s) in a clinical team could work closely with 
college/university students during their pre-practica. They could visit 
their campus classes, teach an education class, dialogue informally with 
them. They could participate in Education Department meetings and 
contribute their thoughts and feelings about planning and development. 
It is conceivable that a cooperating teacher or principal from a 
team might work intensively with a college/university faculty 
member or a public school staff member on a specific concern. Further¬ 
more, a cooperating teacher from Clinical Team A may be interested in 
developing and/or fine tuning specific management skills. Likewise, 
cooperating teachers from Clinical Teams B and C might express similar 
interests. The exchange format would provide a vehicle to bring these 
people together for mutual sharing and support. Also, the exchange 
would facilitate discussion and relieve the isolation of individual 
cooperating teachers and/or clinical teams. Collegiality among 
clinical team members and college/university faculty would be enhanced. 
School and college/university faculty would know each other on a 
personal level and both would feel at home in the hos- institution. 
Mutual respect for "who we are and what we stand for" would be 
appropriately conveyed by all. 
Colloquia 
The Partnership would offer colloquia on topics that evolve from 
the needs, interests and/or concerns expressed by clinical team members. 
These colloquia would center on issues within teaching and teacher 
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education. As appropriate, seminar leaders would be sought at dlHereut 
levels and Include college faculty and school practitioners. Colloqul, 
would be held at the college/university or clinical tea* sites with all 
clinical teams invited to participate. Public school teachers and 
higher education faculty with similar interests would likewise be 
included. 
Summer Institute 
A one week Institute in effective teaching and communication 
skills to enhance the supervision and evaluation of student teachers 
would be conducted for the cooperating teachers and principals of the 
clinical teams. The Institute would be hosted by the college/university 
and include, but not be limited to the following components. 
I. Orientation 
* Overview of the Partnership and participants 
* Background information on the teacher preparation program at the 
college/university 
II. Overview of Effective Behaviors of Cooperating Teachers * 
(In general, and as reported according to predetermined 
categories.) 
* Subject Matter 
* Communication 
* Management 
* Curriculum 
* Evaluation 
* This overview is based on the research results reported in Question 
One. 
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III. Effective Teaching Skills 
Sample topics follow. The precise nature of this component would 
be jointly determined by the clinical teams. 
1. General student participation styles. 
2. Activity structures including grouping, task demands. 
3. Academic learning time (ALT) including allocated time, student 
engagement, student success. 
4. Active teaching behaviors including lesson planning, 
explanation and demonstration, supervised practice, review, 
monitoring and feedback. 
5. Classroom management including "withitness", overlapping, 
smoothness, momentum, group alerting, accountability, valence, 
O O Q 
challenge arousal, variety challenge. 
Council 
The Council would consist of principals and cooperating teachers 
from participating clinical teams, the Project Director of the 
Partnership and administrative representatives of both the college/ 
university and the public schools. 
267 
CHAPTER V 
SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS 
This chapter contains a summary of the study, a discussion of the 
findings and their implications and suggestions for practical action 
and further research. 
Summary of the Study 
The primary purpose of the study was to investigate the behaviors 
of cooperating teachers perceived to be effective during the elementary 
practicum and the differentiated ways in which selected colleges and 
universities worked with them. The study proposed a partnership that 
links a teacher preparation program in a college/university with 
cooperating teachers in elementary schools to increase the effective¬ 
ness of the practicum experience. 
The sample included: 1) fifteen elementary cooperating teachers 
affiliated with three colleges/universities in western Massachusetts 
during Fall, 1985 and identified as effective by their principals at 
randomly chosen urban, rural or suburban sites; 2) fifteen student 
teachers, placed by these colleges/universities with the fifteen 
identified effective cooperating teachers for their practicum 
experience in the Fall of 1985; 3) fifteen randomly chosen May, 1985 
graduates who completed the elementary student teaching experience at 
one of the three institutions; 4) self-study institutional reports 
prepared by fourteen elementary teacher preparation programs in 
western Massachusetts submitted to the Bureau of Teacher Preparation 
in Massachusetts for approval; and 5) the institutional representatives 
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of elementary teacher preparation programs at fourteen selected 
colleges/universities. 
Three research questions guided the study. The first research 
question dealt with the behaviors of selected cooperating teachers 
perceived to be effective by student teachers, cooperating teachers 
and graduates of teacher preparation programs in preparing prospective 
elementary teachers. The second research question was concerned with 
the differentiated ways in which selected teacher preparation programs 
worked with the cooperating teacher during the practicum. The third 
focused on a proposed partnership to increase the effectiveness of the 
practicum by linking an elementary teacher preparation program in a 
college/university with cooperating teachers in elementary schools. 
Data were obtained from cooperating teachers, student teachers 
and three institutional representatives of selected elementary 
preparation programs by personal, in-depth interviews; graduates, 
by in-depth telephone interviews; self-study/institutional reports by 
content analysis; and additional contact persons for elementary 
preparation programs by survey forms. 
Major Findings and Implications 
In this section of the chapter the major findings of the study 
are summarized and their implications for the improvement of the quality 
of the student teaching experience discussed according to each of the 
research questions the investigation sought to answer. 
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Research Question 1 
What are the behaviors o£ seletted cooperating teachers that are 
perceived to be effective by student teachers, cooperating teachers 
and graduates of teacher preparation programs? 
Major findings^ The analysis of the interview data resulted 
in a combined total of 176 effective behaviors that were categorized 
as elicited first, in general and then, according to the five state 
program standards which guide the preparation of elementary teachers 
in Massachusetts. For the most part the effective behaviors of 
cooperating teachers that were identified, in general, fell into the 
personal support category suggesting a dominant concern by participants 
for an interpersonal relationship characterized by emotional and 
psychological support. In contrast, the dominant categories within 
each of the six remaining sections bore a strong resemblance to each 
other which differed from the personal support category of Part One. 
In the area of subject matter two equally weighted categories emerged 
which addressed induction of the student teacher and assistance with 
planning which was also the most dominant grouping in the curriculum 
area suggesting primary concerns for the student teacher's gradual 
assumption of instructional responsibilities and the cooperating 
teacher's facilitative role in the student teacher's successful design 
and development of classroom curriculum. 
In general, an overwhelming number of separate modeling behaviors 
were identified throughout this study; in particular, modeling emerged 
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as the primary category of effective behaviors in four of six area.: 
communication, management, evaluation and human dignity. However, it 
is difficult to discuss modeling as a behavior separate from the 
practices being modeled. Anecdotes of participants seemed to suggest 
little thought beyond the present situation, the present classroom 
circumstances. There was the implicit assumption that "what works" 
here would probably work anywhere. However, any evidence of discussion 
for a broader application was lacking. Cooperating teachers and student 
teachers went with what works in a unique setting, at a unique time. 
All too often a cooperating teacher explicitly or implicitly referred 
to a "bag of tricks" to share with the student. Conspicuous by their 
absence in the anecdotes of respondents were practices reflecting 
current research findings regarding teacher effectiveness research. 
Finally, analysis of data revealed scant attention to evaluation 
of student teachers. It was touched upon indirectly in conferencing 
and when mentioned, addressed materials and methods employed within 
the classroom. Inquiry into the processes and practices of classroom 
instruction and management was likewise lacking. Attention was directed 
to "how" but seldom to "why." 
Implications of findings. The primacy of the Personal Support 
Category that evolved from the unrestricted responses of sample subjects 
to the effective behaviors of cooperating teachers implies the need for 
cooperating teachers to be competent humanists who promote and maintain 
positive interpersonal relationships. 
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The preeminence of induction and/or clas6coom ^ ^ 
the subject matter and curriculum areas suggests that cooperating 
teachers need to be familiarized t-v.^ i 
ith the planning models utilized at 
a particular college/university as well as with the expectations of the 
college/university as to how the practlcum experience should unfold. 
Although modeling behaviors appeared intermittently in every part/ 
section of this question, they dominated four of six distinct 
categories. Of primary importance is the nature of the behaviors being 
demonstrated by cooperating teachers. It is urgent that prospective 
teachers view practices that not only seem worthy of Imitation but 
also, have their roots in research. 
Last, but by no means least, the previous comments on desirable 
behaviors lead the way to the critical but oft-neglected selection and 
preparation of the cooperating teacher. The range and diversity of 
effective behaviors reported in the responses of subjects suggest the 
need for increased awareness of, and preparation in these areas by the 
cooperating teachers. They are too many and too crucial to be left to 
chance. Likewise, there is a need to target those effective behaviors 
considered essential to an effective student teaching experience and, 
in addition, identify appropriate practices and/or instructional 
behaviors worthy of emulation to be modeled in the elementary classroom. 
Research Question 2 
What are the differentiated ways in which selected elementary teacher 
preparation programs work with the cooperating teacher during the 
practlcum? 
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Major findings. The analysis of data resulted in thirty-five 
practices at the fourteen selected colleges/universities. The most 
frequent practices and their accompanying descriptions derived from 
institutional self-study reports, documentation elicited from 
elementary program directors, interviews with cooperating teachers and 
interviews with selected contact persons regarding the ways in which 
these colleges/universities currently work with cooperating teachers 
consisted of 1) college supervisors; 2) three-way conferences; and 3) 
student teaching handbooks. Thirty-two additional practices were also 
reported and described. 
These practices revealed certain overarching themes that bound the 
practices together. These themes included communication, supervision, 
program planning and development, coordination and evaluation. Overall, 
the majority of practices identified addressed the themes of communi¬ 
cation and supervision. Cooperating teachers' comments, in particular, 
centered on practices that enhanced individual and/or institutional 
contacts of a more personal nature with the college/university. 
For the most part, practices seemed situation-specific. They 
were not common across institutions, and in some cases, within 
institutions. As there was variability across institutions, there 
was even greater variability amongst their practices. 
There were few instances of permanent personal linkages between 
the faculty of the college/university and the cooperating teacher in 
the elementary school. Cooperating teachers changed; college super- 
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visors changed; sites changes. Cooperating teacher - coliege supervisor 
dyads seldom remained the same as their nature was altered in some way. 
For the most part, a systematic continuous relationship involving 
cooperating teacher, college supervisor and site was lacking, finally, 
conspicuous by its absence, was any effort to prepare cooperating 
teachers for their role. There weren't even hints that such efforts 
were forthcoming. 
Implications of findings. As the evidence resulting from the 
data gathered to answer Research Question 2 suggests, different 
practices and differences within those practices across institutions 
were common; awareness of those practices, however, did not appear 
widespread among respondents. Of thirty-five distinct practices, five 
received greater than a fifty percent response rate from the sample. 
The remaining were mentioned sporadically suggesting perhaps a 
"situation-specific" rather than an "institutionalized" nature. It 
was infrequent that the same practice was mentioned consistently by 
the three data sources implying the questionability of how well 
articulated these practices were. Evaluative comments of cooperating 
teachers in particular hinted at dissatisfaction with some of the 
common practices in place at certain institutions. The implication 
seems clear. Colleges/universities need to plan more carefully and 
systematically for the ways in which they work with the cooperating 
teacher. Daily dealings cannot operate by happenstance but must be 
carefully cultivated to enhance the relationship between the college/ 
university and the cooperating teacher in the elementary school. 
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Research Question 3 
How can elementary teacher preparation programs in colleges/ 
universities link with cooperating teachers in elementary schools 
in a manner that is likely to increase the effectiveness of the 
practicum experience? 
Major findings. Analysis of the data gathered from contact 
persons suggested that the stature of cooperating teachers needs to be 
elevated "to somehow convey that they are respected within the 
university community" and appropriate incentives provided "before we 
can ask much more." Careful selection procedures must be utilized 
initially in their identification and increased efforts made to involve 
them on the college campus. Analysis of the data elicited from 
cooperating teachers indicated that they desired more information on 
the teacher preparation program than was presently available to them. 
Also, the data analysis suggested that their involvement in the 
planning, coordination and evaluation of the practicum experience be 
broadened. 
Based on the suggestions advanced for this question by the 
fifteen cooperating teachers and the contact persons at the fourteen 
colleges/universities, the effective behaviors reported by the forty- 
five respondents in Question 1 and selected practices identified at 
the fourteen colleges/universities for Question 2 a collaborative 
model was proposed that incorporated the findings. The partnership 
included the selection of clinical teams composed of principals, 
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cooperating teachers and college supervisors at exemplary school sites. 
These clinical teams jointly with college faculty, develop a model for 
how cooperating teachers can better work with the college during the 
practice.. In addition, collogula on topics which evolve fro. this 
group are held throughout the year as well as a one week Sumner 
Institute for the preparation and coordination of clinical teams which 
Includes, but is not limited to, effective teaching and communication 
skills. Analytic seminars, In conjunction with the student teaching 
experience are jointly planned and implemented by clinical teams at 
school sites. A final component of the partnership Is a clinical team 
exchange program which encourages cooperating teachers and/or principals 
to spend time at other educational settings affiliated with the partner- 
ship. 
-^.mP1:i-cat:j-ons of findings. The data imply that practicing teachers 
want a louder voice in preparing prospective teachers who will work side 
by side with them. They want to share their knowledge and expertise. 
Teacher preparation can no longer be one-sided. It must be a joint 
venture shared across institutions. Student teaching seems an ideal 
point at which to start. We must go beyond the prevailing condition 
of cooperation to one of true collaboration in which prospective 
teachers from the college are placed with effective cooperating teachers 
at exemplary school sites. Teams of cooperating teachers must be 
selected who are committed to the development of new members to the 
profession as well as to making good school environments better places 
in which to learn and teach. 
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Recommendations 
In this section of the chapter, practical actions for improving 
the quality of the student teaching experience and recommendations for 
further research that may expand the meaning of the present study are 
suggested. 
Recommendations for Practical Actions 
The findings of the present study point the way to a number of 
actions that might be considered by cooperating teachers, principals, 
teacher preparation programs and state departments and boards of 
education as a means of contributing to the effort to improve the 
quality of the student teaching experience. These recommendations 
apply specifically to the sample of the present study. Caution is 
advised for those who may wish to generalize the recommendations to 
other schools and higher education institutions. Additional research 
must follow before there is a level of confidence to permit general¬ 
ization beyond the participants and the colleges/universities of this 
study. 
Recommended practical actions for cooperating teachers. Co¬ 
operating teachers at the elementary level are encouraged to appreciate 
the importance of their role and to be fully informed as to what that 
role entails. In some way they should be familiarized with the listing 
of effective behaviors reported in general, and then, guided in their 
incorporation of them into the practicum experience. In particular, 
they should heed the following. First, more attention needs to be 
directed toward student teacher evaluation. Cooperating teachers need 
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to obtain and use appropriate evaluative instruments with which to 
assess the experience. They need to better communicate those evaluative 
comments to students to establish their progress along a continuum. 
Second, cooperating teachers should continually strive to look for, and 
acquire research-based teaching practices worthy of emulation in the 
elementary classroom and practice them continually. Their eyes should 
always be open to new or better methods so that their repertoires of 
instructional skills will be increased and enhanced. Finally, 
cooperating teachers need to talk more about what they do and "why" in 
the light of learning theory, human growth and development and 
curriculum. 
Recommended practical actions for principals. Principals as the 
instructional leaders of their buildings should keep abreast of the 
current findings of educational research and translate those findings 
into practices for all classroom teachers but particularly, for 
cooperating teachers who seek to demonstrate them for prospective 
teachers. They are encouraged to jointly plan with college faculty, 
staff development programs for cooperating teachers to become more 
aware of, and utilize research-based practices. 
It is suggested that principals assist and encourage cooperating 
teachers to create school environments that are profitable learning 
experiences for student teachers. Principals need to provide 
opportunities for student teachers to become active and contributing 
members to the school community. They must include them in schoolwide 
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efforts to improve the schools. Student teachers need experiences in 
planning curricula and addressing schoolwide policies. They need to 
see other seasoned teachers striving for school improvement so that 
they can emulate those efforts in their own teaching. 
Principals are encouraged to assume a more active role in the 
student teaching experience from the initial identification of 
cooperating teachers* to the orientation, observation and evaluation 
of student teachers. They would profit from exposure in some way to the 
effective behaviors of cooperating teachers reported in Question 1 by 
their selection of effective cooperating teachers within their 
buildings. 
Recommended practical actions for teacher preparation programs. 
Faculty of teacher preparation programs in colleges/universities must 
work hand in hand with principals in public schools to select the very 
best candidates as cooperating teachers. College faculty are further 
encouraged to explore creative ways within their own institutions to 
elevate the stature of the cooperating teacher. These procedures 
will insure that student teachers are placed with "master vecchers" in 
exemplary school settings since their roles will be shaped by the 
environments in which they teach. 
Teacher preparation programs need to reach out and include 
cooperating teachers in their program planning and development efforts. 
They must strive for collaboration rather than the too comfortable 
cooperation of the present. Teams of cooperating teachers must be 
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prepared to assume their roles as preparers of prospective teacher, 
through the joint workings of Departments of Education in college./ 
universities and school administrators and cooperating teachers in 
the elementary schools. 
Faculty of teacher preparation programs should be strongly 
encouraged to spend time in schools and, in turn, school personnel 
should spend time on the college campus. In this way, a strong 
professional relationship will be established which will pave the 
way for future collaborative endeavors. 
Recommended practical actions for state departments anH 
of education. It behooves state departments of education to examine 
critically and carefully the crucial role of, and expected outcomes 
for the student teaching experience in teacher preparation programs 
within the commonwealth, and to take a leadership role in suggesting 
better ways in which the practicum can be structured and supervised. 
It would seem appropriate and timely to encourage inquiry and invite 
discussion from both higher education and public school faculties in 
the pursuit of these objectives. It is strongly encouraged that further 
regulations for the selection and preparation of the cooperating teacher 
be proposed as a goal of this sustained inquiry. 
Support and encouragement to faculty of both higher education and 
public schools to promote improved collaborative efforts during the 
student teaching placement should be provided. Such support has already 
been extended to the researcher for this work. A Board of Regents 
grant was awarded for the 1987-1988 academic year, with eligibility to 
280 
reapply for three years, to develop and implement the Teacher 
Preparation Partnership described in Question 3 between the Elms 
College, Chicopee and the twenty-five participating schools and school 
districts of the Coalition for School Improvement, University of 
Massachusetts at Amherst. This funding will enable the researcher to 
work initially with three to four selected schools in implementing 
several of the proposed components. 
Recommendations for Further Research 
Three specific recommendations for further research are made. It 
is believed that the recommended studies will extend the meaning and 
generalizability of the present investigation. 
1. It is recommended that the present study be replicated 
with other elementary preparation programs in different 
parts of the state and other states, and with other samples 
of cooperating teachers, student teachers, graduates of 
teacher preparation programs, contact persons for elementary 
preparation programs and institutional self-study reports. 
In this way, the present findings may be generalized with 
more confidence, 
2. The effective behaviors of elementary cooperating teachers 
that have been identified in this study through interviews, 
their agreement with the literature, and final decisions 
by judges could be investigated further to develop a list 
of tasks for all elementary cooperating teachers. This list 
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could be reviewed by advisory remittees who would serve 
different functlons.Then a questionnaire In „huh the 
behaviors could be rated could be developed and sent to 
cooperating teachers and administrators In representative 
urban, rural and suburban localities throughout the country. 
Consequently, core functions of cooperating teachers could be 
presented with greater confidence. 
3. The outcomes of student teaching need to be more thoroughly 
investigated in their connection to the behaviors of 
cooperating teachers perceived to be effective first, in an 
exploratory way and then, singly, categorically, or combined 
as a whole to determine possible cause-effect relationships 
with the identified behaviors. 
The present study has been an attempt to identify the behaviors of 
cooperating teachers perceived to be effective in elementary classrooms 
and the efforts of elementary teacher education programs in colleges/ 
universities to prepare cooperating teachers for their roles. Further- 
re, attention to the various ways in which colleges/universities 
currently work with cooperating teachers has suggested better ways to 
improve the quality of the student teaching experience. The data on 
effective behaviors indicate concerns for personal support, for 
assistance with planning, induction,, but most importantly, for 
appropriate practices to be modeled in the elementary classroom. The 
data on differentiated practices between colleges/universities and 
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pattern elementary cooperating teachers suggested a checkerboard 
with a variety of practices across institutions and diverse inter¬ 
pretations of those practices within institutions. A partnership model 
was proposed to link cooperating teachers in elementary schools with 
the teacher preparation faculty of colleges/universities. 
The findings of the study focus attention on the present student 
teaching experience and the appropriate role of the cooperating teacher 
in it. Additionally, the findings of the study provide data that might 
serve to guide cooperating teachers, principals, teacher preparation 
programs and state departments and boards of education as they work to 
improve the quality of the student teaching experience, thereby con¬ 
tributing to the larger effort to improve classroom instruction in the 
commonwealth. 
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APPENDIX A 
PSEUDONYMS FOR FOURTEEN SELECTED INSTITUTIONS 
Pseudonym Code 
Mulberry University I/A 
Forsythia University I/B 
Magnolia State College I/C 
Maple State College I/D 
Beech State College I/E 
Dogwood State College I/F 
Barberry College I/G 
Juniper College I/H 
Cedar College I/I 
Blue Spruce College I/J 
Pine College I/K 
Hemlock College I/L 
Laurel College I/M 
Boxwood College I/N 
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APPENDIX B 
LETTER SENT TO CONTACT PERSONS 
September 4, 1985 
Dr. 
Hall 
, MA 
Dear Dr. 
Student teaching deserves thoughtful and sustained attention as a 
critical component of teacher education. This remains a deep personal 
concern. I am pursuing research on one facet of the student teaching 
experience at the Center for Curriculum Studies, University of 
Massachusetts/Amherst. I invite your participation in this investi¬ 
gation. The following research questions guide my study: 
1. What are the behaviors of selected cooperating teachers that are 
perceived to be effective by student teachers, cooperating teachers 
and graduates of teacher preparation programs in preparing 
prospective elementary teachers? 
2. What are the differentiated ways in which selected elementary 
teacher preparation programs work with the cooperating teacher 
during the practicum? 
3. How can elementaty teacher preparation programs in 
colleges/universities link with cooperating teachers in elementary 
schools in a manner that is likely to increase the effectiveness of 
the practicum experience? 
The design is organized according to the three research questions which 
guide the study. The sample for question one is confined to three 
colleges/universities in western Massachusetts. It includes Mulberry 
University, Beech State College, and Pine College. These institutions 
were selected both for representativeness of the range of institutions 
preparing prospective elementary teachers in western Massachusetts and 
accessibility by the researcher. 
There will be three types of participants: cooperating teachers, student 
teachers and graduates of teacher preparation programs. Interviews will 
be conducted utilizing an interview guide developed and pretested by the 
researcher. 
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September 4, 1985 
Page 2 
elementary teLSeTp™" ~m"U1 lnClUde the proved 
Interviews will be conducte^i^hlhrLsUtuU^i"3338^^6"5- 
and cooperating teachers lnstitutional representatives 
universities ufmSlT- SnS^X'lSTi^T 
the researcher. Earh of p,. •. pad and pretested by 
reports submitted to the Bureau^^TLche^Certif“^“°ned instituti°nal 
and Placement for program approval win ?J. I**"*^0" 
extract data on cooperating teachers and their interaction with^b t0 
college/university during the practicum. h the 
f°f queStion three wil1 include the three selected 
Inror ? S in/estern Massachusetts identified in question one. An 
interview procedure will likewise be employed. 
The aforementioned information captures the essence of sample selection 
and conduction of the study. Analysis of the data collected is tie 
tailed. I will be more than happy to share this information in the 
original proposal with you, if so requested. 
I welcome your participation in this study. As a first step in 
obtaining the sample, I will be requesting the following information 
irnm vnn• 
1. A list of students enrolled in the elementary practicum during the 
Fall, 1985 semester. 
2. A list of the cooperating teachers who supervise these student 
teachers in their classrooms on a regular basis. 
3. A list of the school sites to which student teachers are assigned. 
4. A list of May, 1985 graduates who completed the elementary student 
teaching experience, their home addresses and home phone numbers. 
I will be contacting you by phone within the next few days to respond to 
any questions or concerns you might have. At that time I would be happy 
to schedule an appointment with you to discuss the study in greater 
detail, if so desired. It is my intention to complete the data 
collection by the end of this semester. I extend my gratitude to you 
for any support that can be provided in the completion of this work. 
Sincerely yours, 
Betty Hukowicz, Assistant Professor 
Elms College 
BH/rjh 
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APPENDIX C 
INTRODUCTORY LETTER TO PRINCIPALS 
December 13, 1985 
__, Principal 
___ Elementary School 
 Road 
_, MA _ 
Dear : 
Cooperating teachers make a significant and enduring contribution to the 
future lives of professional teachers and the students they teach. I am 
requesting your participation in my investigation of the effective 
behaviors of elementary cooperating teachers during the student teaching 
experience. This research is being conducted through the Center for 
Curriculum Studies, University of Massachusetts/Amherst. My purpose is 
to identify those behaviors of elementary cooperating teachers, 
perceived to be effective by student teachers, cooperating teachers and 
graduates of teacher preparation programs during the student teaching 
experience. 
You have been randomly chosen to assist in the selection of effective 
elementary cooperating teachers who will subsequently be interviewed for 
this study. I am requesting 5-10 minutes of your time. There is no 
further commitment on your part. The task is to identify cooperating 
teachers whom you consider effective. 
Your participation in this study is most welcome. I will be contacting 
you by telephone during the week to respond to any questions or concerns 
you might raise. If you choose to participate in this study, we can, at 
that time, schedule an appointment when I might visit you to complete 
the previously mentioned task. 
I welcome the opportunity to meet with you and, hopefully, involve you 
in this very important endeavor. 
Sincerely yours. 
Betty Hukowicz 
Assistant Professor, Elms College 
BH/rjh 
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appendix d 
PRINCIPALS CORRESPONDENCE CHECKLIST 
Number/Code Letters Follow-up 
Sent Tel.Call 
11/14/85 * 
Refusal School Thank-you 
Visits 
11/25/85 
through 
12/20/85 
Urban 
1. PR1 X X (2) X X 
2. PR2 X X (2) X X 
3. PR3 X X (6) X X 
4. PR4 X X (3) X X 
5. PR5 X X (2) X X 
Rural 
6. PR 6 X X (2) X X 
7. PR7 
8. PR8 X X (3) X X 
9. PR9 X X (5) X X 
10. PR10 X X (3) X X 
11. PR11 X X (2) X X 
/ 
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Number/Code Letters 
Sent 
11/14/85 
Follow-up Refusal 
Tel.Call 
* 
School Thank-you 
Visits 
11/25/85 
through 
12/20/85 
Suburban 
12. PR12 X X X X 
13. PR13 X X (5) X 
14. PR14 X X X X 
15. PR15 X X (3) X X 
16. PR16 X X (8) X X 
17. PR17 X X X X 
18. PR18 X X X X 
19. PR19 X X (2) X 
* Follow-up Telephone Call - X indicates one call was made and an 
appointment to visit at that time was scheduled. The number within 
parenthesis next to X indicates the number of follow-up telephone 
calls made to some principals. 
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appendix e 
description of effective cooperating teacher 
Code Number 
Shool Classification 
Researcher: 
Which cooperating teacher(s) in your building could a , 
student teaching experience? Which cooperating teacherCs} if effective 
would you recommend that would be effective in Drodurina ^ f ??y’ 
:?ttJ“Ch;rM0UtC0“,? Wh^h“°P-«i:giteaPche t etSll0“lng description of Mrs. Brown? 
Mrs. Brown 
Bf? J ?xperienced elementary teacher. She knows how to use 
time effectively in a variety of activities, to vary time with different 
achievement groups and to support students to keep them on task. Mrs 
Brown can manage several classroom events at once and always starts the 
year off well by establishing effective routines that enhance the 
classroom environment. 
She is well respected by faculty of local teacher preparation programs 
as an effective cooperating teacher. Student teachers who have been 
placed with Mrs. Brown are knowledgeable in the subject matter of 
elementary education. They communicate clearly, understandably and 
appropriately. Under Mrs. Brown's guidance student teachers design 
instruction to facilitate and encourage learning consistent with the 
needs and interests of learners while maintaining a sense of order and 
purpose in the classroom. They use the results of various evaluative 
procedures to asset's the effectiveness of instruction. Student teachers 
who have worked with Mrs. Brown seem equitable, sensitive and responsive 
to the needs of all learners. 
Mrs. Brown's former student teachers reported that their expectations 
for student teaching were met or exceeded. They found themselves better 
prepared and more competent than they anticipated. They also reported 
that they spent more time in teacher-related activities than they 
expected. Her student teachers were typically pleased by their 
experiences in her classroom. There was a self-reported belief that 
they performed skillfully as did their cooperating teachers and 
university supervisors. Final evaluations were always high. 
304 
APPENDIX F 
INTRODUCTORY LETTER TO COOPERATING TEACHERS 
February 19, 1986 
Mrs. 
__ School 
_, MA _ 
Dear _: 
I am requesting your participation in my investigation of the effective 
behaviors of elementary cooperating teachers during the student teaching 
experience. As you know, cooperating teachers make a significant and 
enduring contribution to the future lives of professional teachers and 
the students they teach. 
While there is much documentation attesting to the need for effective 
behavior among cooperating teachers, there is little or no documentation 
verifying what that behavior may be. 
My purpose is to interview student teachers, cooperating teachers and 
graduates of teacher preparation programs in order to identify that 
effective behavior. My intention is to obtain your perception of which 
behaviors of a cooperating teacher are most effective during the student 
teaching experience. All information provided by you will remain 
anonymous and be reported only in group form. 
Your participation in this study is most welcome. I will be contacting 
you by telephone during the week to respond to any questions or concerns 
you might raise. If you choose to participate in this study, we can, at 
that time, schedule an appointment when I may visit you to complete the 
previously mentioned tasks. To facilitate my contacting you, could you 
take a minute to complete the enclosed response form and return it to me 
in the stamped, self-addressed envelope. 
I welcome the opportunity to meet you and hopefully, involve you in this 
very important endeavor. 
Sincerely yours, 
Betty Hukowicz 
Assistant Professor 
Elms College 
BH/rjh 
Enclosure 
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APPENDIX G 
RESPONSE FORM 
Betty Hukowicz, Assistant Professor 
Elms College 
291 Springfield Street 
Chicopee, MA 01013 
RESPONSE FORM 
Name: _ 
Home Phone: 
Work Phone: 
Preferential Calling Time: 
First Choice: 
Second Choice: 
APPENDIX H 
LETTER TO PRINCIPAL REGARDING COOPERATING TEACHER(S) SELECTED 
February 19, 1986 
Mr. _, Principal 
__ Elementary School 
_, MA _ 
Dear Mr. 
This past December I visited you regarding the research I'm doing on 
effective behaviors of cooperating teachers. At that time I asked your 
assistance in identifying effective cooperating teachers within your 
building. Besides visiting your school I visited over twenty other 
elementary schools affiliated with Mulberry University, Beech State 
College and Pine College. 
After obtaining names of effective cooperating teachers from each 
building principal I entered all the names into a pool from which 
fifteen cooperating techers were chosen for follow-up interviews. The 
classroom teacher selected from your building follows. 
CT 14 
Concurrent with this letter is a mailing to each cooperating teacher, 
inviting her/his participation in the study (see enclosure). As I 
mentioned at the time of our meeting cooperating teachers will be 
informed that they have been chosen randomly. The intermediary step 
with the principals will not be made known. 
I want to take this opportunity to thank you for receiving me in such a 
warm and cordial manner. Your input was extremely valuable. 
Appreciatively, 
Betty Hukowicz 
Assistant Professor 
Elms College 
BH/j ms 
Enclosure 
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APPENDIX I 
LETTER TO PRINCIPAL REGARDING COOPERATING TEACHER(S) NOT SELECTED 
February 19, 1986 
> Principal 
_ School 
 Street 
MA 
Dear Mr. 
This past December I visited you regarding the research I'm doing on 
effective behaviors of cooperating teachers. At that time I asked your 
assistance in identifying effective cooperating teachers within your 
building. 
After obtaining names of effective cooperating teachers from each 
building principal, I entered all the names from all the schools into 
one of three categories - urban, rural or suburban. From each category 
I randomly selected five cooperating teachers for follow-up interviews. 
None of your cooperating teachers appeared in the final sample. There¬ 
fore, I will not be contacting any of your classroom teachers for 
interviews. 
I want to take this opportunity to thank you for receiving me in such a 
warm and cordial manner. Your input was extremely valuable. 
Appreciatively, 
Betty Hukowicz 
Assistant Professor 
Elms College 
BH/jms 
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APPENDIX J 
LETTER TO PRINCIPAL REGARDING COOPERATING TEACHERS SELECTED AS 
ALTERNATES 
February 19, 1986 
Dr 
Elementary School 
_ Street 
, MA _ 
Dear Dr. 
This past December I visited you regarding the research I'm doing on 
effective behaviors of cooperating teachers. At that time I asked your 
assistance in identifying effective cooperating teachers within your 
building. Besides visiting your school I visited over twenty other 
elementary schools affiliated with Mulberry University, Beech State 
College and Pine College. 
After obtaining names of effective cooperating teachers from each 
building principal I entered all the names into one of three categories 
- urban, rural or suburban. From each category I selected five 
cooperating teachers for follow-up interviews. None of your cooperating 
teachers appeared in the final sample. Therefore, I will not be 
contacting any of your classroom teachers for interviews at this time. 
However, at the time I selected the sample, I also drew the name of Mrs. 
__ as alternate. If, later on, I need to contact 
this teacher, I will likewise contact you. 
I want to take this opportunity to thank you for receiving me in such a 
warm and cordial manner. Your input was extremely valuable. 
Appreciatively, 
Betty Hukowicz, 
Assistant Professor 
Elms College 
BH/jms 
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APPENDIX K 
INTRODUCTORY LETTER TO PRINCIPALS AT ALTERNATE SITES 
Ms. 
_ Elementary School 
Avenue 
MA 
Dear Ms. 
This past December, I visited you regarding the research I'm doing on 
effective behaviors of cooperating teachers. At that time I asked your 
assistance in identifying effective cooperating teachers within your 
building. Besides visiting your school, I visited over twenty other 
elementary schools affiliated with Mulberry University, Beech State 
College and Pine College. 
After obtaining names of effective cooperating teachers from each 
building principal, I entered all the names into a pool from which 
fifteen cooperating teachers and three alternatives were chosen for 
follow-up interviews. Alternate classroom teachers originally selected 
from your building that I am now asking to participate follow: 
Concurrent with this letter is a mailing to each cooperating teacher, 
inviting her/his participation in the study (see enclosures). As I 
mentioned at the time of our meeting, cooperating teachers will be 
informed that'they have been chosen randomly. The intermediary step 
with the principals will not be made kiown. 
I want to take this opportunity to thank you for receiving me in such a 
warm and cordial manner. Your input was extremely valuable. 
Appreciatively, 
Betty Hukowicz 
Assistant Professor 
Elms College 
BH/sib 
Enclosures 
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APPENDIX L 
COOPERATING TEACHER CORRESPONDENCE CHECKLIST 
Number/Code Letter 
Sent 
Resp. 
Form 
Reed. 
2nd 
Req. 
Pers. 
Note 
3rd 
Req. 
(Tel.) 
Interview 
Scheduled 
Telephone 
Personal 
Interview 
Comptd. 
Thank 
You 
1. CT 1 X X X X X 
2. CT 2 X X X X X 
3. CT 3 X X X X X 
4. CT 4 X X X X X 
5. CT 5 X X X X X 
6. CT 6 X X X X X 
7. CT 7 X X X X X 
8. CT 8 X X X X 
X 
9. CT 9 X X X 
10. CT 10 X X X X 
X X 
11. CT 11 X X X 
X X 
12. CT 12 X X X 
13. CT 13 X X 
X X X 
14. CT 14 X X 
X X X 
15. CT 15 X X 
X X X 
16. CT 16 X X X 
17. CT 17 X X X 
18. CT 18 X X 
X 
X X X 
19. CT 19 X X 
20. CT 20 X X 
X X X 
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APPENDIX M 
INTRODUCTORY LETTER TO STUDENT TEACHERS 
March 12, 1986 
Street 
MA 
Dear 
I am completing doctoral work on what it takes to have a successful 
student teaching experience. I am speaking with selected student 
teachers from three colleges in the area. You have been recommended as 
one whose opinions and observations will be of value to the teaching 
profession. 
My intention is to obtain your perception of which behaviors of a 
cooperating teacher are most effective during the student teaching 
experience. This will be done through a personal interview which will 
only take forty to sixty minutes. All the information you provide will 
remain anonymous. The interview will be scheduled at a time and date 
that is convenient for you. 
To facilitate my contacting you could you take a minute to complete the 
enclosed response form and return it to me in the stamped, 
self-addressed envelope. 
Sincerely, 
Betty Hukowicz 
Assistant Professor 
Elms College 
BH/rjh 
Enclosure 
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APPENDIX N 
STUDENT TEACHER CORRESPONDENCE CHECKLIST 
Number/Code Letter 
Seat 
Resp. 
Form 
ST 
Contd 
Phone 
Interview Thank-you 2nd 3rd 
Request Request 
1. ST 1 X X X X X 
2. ST 2 X X X X X 
3. ST 3 X X X X 
4. ST 4 X X X X 
5. ST 5 X X X X 
6. ST 6 X X X X 
7. ST 7 X X X X 
8. ST 8 X X X X 
9. ST 9 X X X 
10. ST 10 X X X X 
11. ST 11 X X X X 
12. ST 12 X X X 
13. ST 13 X X X X 
14. ST 14 X X X X x 
15. ST 15 X X X X X 
313 
APPENDIX 0 
REQUEST TO ALUMNI OFFICE FOR GRADUATES 
March 13, 1986 
Ms. 
Alumni Office 
_ State College 
__, MA _ 
Dear Ms. 
This letter of request is a follow-up to ray phone call of March 10th to 
your office. At that time I indicated a need for current mailing 
addresses and if possible, current telephone numbers of 1985 elementary 
education graduates. J 
As I mentioned in the conversation, I am doing research on the effective 
behaviors of cooperating teachers during the elementary student teaching 
experience. State College is one of the three colleges in 
my sample. This past Fall I contacted Dr. _ of your Education 
Department and, with his assistance and, that of 
obtained a listing of students from _State. 
Besides recent student teachers, I am also including recent graduates. 
My difficulty is that I have fourteen names and no addresses, nor phone 
numbers. I am enclosing the list on a separate sheet and ask that you 
complete it and return it to me in the stamped, self-addressed envelope 
that has been enclosed for your convenience. 
Per your suggestion, I am submitting my request in written form. I need 
to obtain the current or most recent mailing addresses for the graduates 
named on the list. If at all possible, home phone numbers would be most 
welcome. 
I want to take this opportunity to thank you for your helpfulness and 
kindness to me. I can truly appreciate how very hectic your days must 
be. Once again, thank you for any efforts expended on my behalf. If 
there are any problems or concerns, I can be reached at 598-8351 Ext. 
290. 
Sincerely, 
Betty Hukowicz, Assistant Professor 
Education Department 
BH/jbb 
Enclosures 
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Betty Hukowicz, Assistant Professor 
Education Department 
Elms College 
291 Springfield Street 
Chicopee, MA 01013 
Recent_State College Elementary Education Graduates 
1. Graduate 1 * Address 
Phone 
2. Graduate 2 Address 
Phone 
3. Graduate 3 Address 
Phone 
4. Graduate 4 Address 
Phone 
5. Graduate 5 Address 
Phone 
6. Graduate 6 Address 
Phone 
7. Graduate 7 Address 
Phone ____ 
* Actual names have been omitted for anonymity. 
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Recent State College Elementary Education Graduate 
8. Graduate 8 Address 
Phone 
9. Graduate 9 Address 
Phone 
10. Graduate 10 Address 
Phone 
11. Graduate 11 Address 
Phone 
12. Graduate 12 Address 
Phone 
13. Graduate 13 Address 
Phone 
14. Graduate 14 Address 
Phone 
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APPENDIX P 
INTRODUCTORY LETTER TO GRADUATES 
March 21, 1986 
Lane 
MA 
Dear _: 
I am completing doctoral work on what it takes to have a successful 
student teaching experience. I am speaking with selected graduates from 
three colleges in the area. You have been chosen as one whose opinions 
and observations will be of value to the teaching profession. 
While there is much documentation attesting to the need for effective 
behavior among cooperating teachers, there is little or no documentation 
verifying what that behavior may be. 
My purpose is to interview graduates of teacher preparation programs by 
telephone in order to identify that effective behavior. My intention is 
to obtain your perception of which behaviors of a cooperating teacher 
were most effective during your student teaching experience. All 
information provided by you will remain anonymous. 
Your participation in this study is most welcome. I will be contacting 
you by phone during the week to respond to any questions or concerns you 
might raise. If you choose to participate in this study, we can, at 
that time schedule a time when I may call you to complete the previously 
mentioned task. To facilitate my contacting you, could you take a 
minute to complete the enclosed response form and return it to me in the 
stamped, self-addressed envelope. I welcome the opportunity to speak 
with you and hopefully, involve you in this very important endeavor. 
Sincerely yours, 
Betty Hukowicz 
Assistant Professor 
BH/rjh 
Enclosure 
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APPENDIX Q 
GRADUATE CORRESPONDENCE CHECKLIST 
Number/Code College Letter Response Contacted by Interview Thank 
Sent Received Phone vnil 
3/19/86 Y0U 
* 1 GR 1 Mulberry Univ. X X X X X 
* 2 GR 2 Mulberry Univ. X X X X X 
* 3 GR 3 Mulberry Univ. X X X X X 
* 4 GR 4 Pine College X X X X X 
5 GR 5 Mulberry Univ. X 
* 6 GR 6 Mulberry Univ. X X X X X 
* 7 GR 7 Pine College X X X X X 
* 8 GR 8 Beech State Coll .X X X X X 
* 9 GR 9 Mulberry Univ. X X X X X 
10 GR 10 Mulberry Univ. X 
11 GR 11 Mulberry Univ. X 
12 GR 12 Mulberry Univ. X 
*13 GR 13 Beech State Coll .X X X X X 
*14 GR 14 Mulberry Univ. X X X X X 
*15 GR 15 Pine College X X X X X 
16 GR 16 Mulberry Univ. X 
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Number/Code College Letter Response Contacted by Interview Thank 
Sent Received Phone Yn„ 
3/19/86 U 
17 GR 17 Beech State Coll.X 
18 GR 18 Mulberry Univ. X 
19 GR 19 Beech State Coll.X 
20 GR 20 Mulberry Univ. X 
*21 GR 21 Mulberry Univ. X X X X X 
*22 GR 22 Mulberry Univ. X X X X X 
23 GR 23 Mulberry Univ. X 
24 GR 24 Beech State Coll. X 
25 GR 25 Mulberry Univ. X 
26 GR 26 Mulberry Univ. X 
27 GR 27 Beech State Coll. X 
*28 GR 28 Beech State Coll.X X X X X 
*29 GR 29 Mulberry Univ. X X X X X 
30 GR 30 Mullberrry Univ. X 
* These respondents became the graduate sample. 
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APPENDIX R 
INTERVIEW GUIDE FOR COOPERATING TEACHERS 
Ethnicity _____ Student Teacher 
ex--- Supervised: 
__Address: 
Undergraduate Major —--- 
(Institution?) _~ -- 
Graduate Major ZIZIZIZZIUZZ Phone Number: 
(Institution?)__ 
Number of Years Teaching _ College Affiliation: 
Number of Years at this level Code: 
INTERVIEW GUIDE 
(COOPERATING TEACHER) 
Part One 
What kinds of effective things did you do as a cooperating teacher 
that will enable your student teacher to be a competent elementary 
teacher? 
Could you give me some examples of situations in which those 
effective behaviors occurred? 
Are there other effective things that you did that will enable your 
student teacher to be a competent elementary teacher? 
Can you give me some examples of how those happened? 
Repeat until unproductive. 
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Part Two 
1. Subject Matter (Standard I) 
, Wha£k£nds o£ effective things did you do as a cooperating teacher 
that enabled your student teacher to demonstrate knowledge of elementary 
studies?matter ~ e*8* reading’ language arts, math, science, social 
Could you give me examples of situations in which those effective 
behaviors occurred? 
Are there other effective things you did that allowed your student 
teacher to demonstrate that he/she knew the subject matter of elementary 
education? 
Can you give me some examples of how those happened? How were they 
demonstrated? 
Repeat until unproductive. 
2. Communication (Standard II) 
What kinds of effective things did you do as a cooperating teacher 
that enabled your student teacher to communicate clearly, 
understandably, and appropriately in the classroom? 
Could you give me examples of situations in which those effective 
behaviors occurred? 
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Are there other effective things you did that pnahioH /X 
publics^0 CO,mU,llCa,:e effectively with students and noii-stuSent ' 
Can you give me some examples of how those happened? 
demonstrated? How were they 
Repeat until unproductive. 
3. Curriculum and Instruction (Standard III) 
What kinds of effective things did you do as a cooperating teacher 
that enabled your student teacher to design instruction that 
appropriately fit the needs and interests of students? 
Could you give me examples of situations in which those effective 
behaviors occurred? 
Are there other effective things you did that enabled your student 
teacher to design instruction that addressed the needs and interests of 
learners in the classroom? 
Can you give me some examples of how those happened? How were they 
demonstrated? 
Repeat until unproductive. 
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What kinds of effective things did you do 
that enabled your student teacher to maintain 
purpose in the classroom? 
as a cooperating teacher 
a sense of order and 
Could you give me some examples in which those occurred? 
Are there other effective things you did that enabled your student 
teacher to be an effective classroom manager? 
Can you give me some examples of how those happened? 
4. Evaluation (Standard IV) 
What kinds of effective things did you do as a cooperating teacher 
that enabled your student teacher to use the results of various 
evaluative procedures to assess the effectiveness of instruction? 
Could you give me examples of situations in which those effective 
behaviors occurred? 
Are there other effective things you did that enabled your student 
teacher to obtain and use information about the effectiveness of 
instruction? 
Can you give me some examples of how those happened? 
demonstrated? 
How were they 
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Repeat until unproductive. 
5. Human Dignity (Standard V) 
What kinds of effective things did you do as a cooperating teacher 
that enabled your student teacher to be equitable, sensitive, and 
responsive to all learners? 
Could you give me examples of situations in which those effective 
behaviors occurred? 
Are there other effective things you did that enabled your student 
teacher to create and maintain a positive environment? 
Can you give me some examples of how that happened? How were they 
demonstrated? 
Repeat until unproductive. 
Additional: 
Did you feel that any of your behaviors were ineffective and made 
the performance of your student teacher ineffective? 
Part Three 
1. How did _ 
during the practicum? 
College/University work with you 
2. Did you participate in any formal activities planned for 
cooperating teachers? 
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3. Can you tell me some of the informal ways in which 
_ College/University worked with you? 
4. Can you tell me any more about the relationship between 
_ College/University and you as a cooperating teacher 
during this student teaching experience? Do you interact in other ways? 
5. Do you have any ideas and/or suggestions as to how the process and 
relationship between you and _ College/University could 
be improved? 
325 
APPENDIX S 
INTERVIEW GUIDE FOR STUDENT TEACHERS 
SexnlCity-- Cooperating Teacher 
e-----Code: 
Undergraduate Major -- 
Did you transfer: 
INTERVIEW GUIDE 
(STUDENT TEACHER) 
Part One 
What kinds of 
will enable you to 
effective things did your cooperating teacher do that 
be a competent elementary teacher? 
Could you give me an example of a situation in which that effective 
behavior occurred? 
Are there other kinds of effective things your cooperating teacher 
did that enable you to be a competent elementary teacher? 
Can you give me soue examples of how those haoppened? 
Repeat until unproductive. 
Part Two 
1. Subject Matter (Standard I) 
What kinds of effective things did your cooperating teacher do that 
enabled you to demonstrate knowledge of elementary subject matter 
e.g. reading, language arts, math, science, social studies? 
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Could you give me examples of situations in which those 
behaviors occurred? effective 
What did your cooperating teacher do effectively that allowed vou 
to demonstrate that you knew the subject matter of elementary education? 
Can you give me some examples of how those happened? How was it 
demonstrated? 
Repeat until unproductive. 
2. Communication (Standard II) 
What kinds of effective things did your cooperating teacher do that 
enabled you to communicate clearly, understandably, and appropriately in 
the classroom? 
Could you give me examples of situations in which those effective 
behaviors occurred? 
Are there other effective things your cooperating teacher did that 
enabled you to communicate effectively with students and non-student 
publics? 
Can you give me some examples of how those happened? How were they 
demonstrated? 
Repeat until unproductive. 
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3. Curriculum and Instruction (Standard III) 
interests of students? 
her do that 
needs and 
behaviors occurred? me exa”ples °£ SltUatlons in »hlch those effective 
Are there other effective things your cooperating teacher did that 
enabled you to design instruction that addressed the needs and interests 
of learners in your classroom? 
Can you give me some examples of how those happened? How were they 
demonstrated? 
Repeat until unproductive. 
What kinds of effective things did your cooperating teacher do that 
enabled you to maintain a sense of order and purpose in the classroom? 
Could you give me some examples in which those occurred? 
Are there other effective things your cooperating teacher did that 
enabled you to be an effective classroom manager? 
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Can you give me some examples of how those happened? 
4. Evaluation (Standard IV) 
What kinds of effective things did your cooperating teacher that 
enabled you to use the results of various evaluative procedures to 
assess the effectiveness of instruction? 
Could you give me examples of situations in which those effective 
behaviors occurred? 
Are there other effective things your cooperating teacher did that 
enabled you to obtain and use information about the effectiveness of 
instruction? 
Can you give me some examples of how those happened? How were they 
demonstrated? 
Repeat until unproductive. 
5. Human Dignity (Standard V) 
What kinds of effective things did your cooperating teacher do that 
enabled you to be equitable, sensitive, and responsive to all learners? 
Could you give me examples of situations in which those effective 
behaviors occurred? 
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enabled you to create anrmaInta“TposUlve°envt“nme«?Cher ^ tH“ 
Can you give me some examples of how that 
demonstrated? happened? How were they 
Repeat until unproductive. 
Additional: 
Did your cooperating teacher do anything ineffectively that made 
your performance ineffective? 
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APPENDIX T 
INTERVIEW GUIDE FOR GRADUATES 
Ethnicity ____ Code 
Sex 
Age 
Undergraduate Major 
(Institution) _~ 
Present Position: 
INTERVIEW GUIDE 
(GRADUATE) 
Part One 
What kinds of 
will enable you to 
effective things did your cooperating teacher do that 
be a competent elementary teacher? 
Could you give me an examples of a situation in which that 
effective behavior occurred? 
Are there other kinds of effective things your cooperating teacher 
did that will enable you to be a competent elementary teacher? 
Can you give me some examples of how those happened? 
Repeat until unproductive. 
Part Two 
1. Subject Matter (Standard I) 
What kinds of effective things did your cooperating teacher do that 
enabled you to demonstrate knowledge of elementary subject matter 
e.g. reading, language arts, math, science, social studies? 
331 
Could you give me examples of situations in which 
behaviors occurred? cn those effective 
What did your 
to demonstrate that 
cooperating teacher do effectively that allowed you 
you knew the subject matter of elementary education ? 
Can you give me some examples of how this happened? How was it 
demonstrated? 
Repeat until unproductive. 
2. Communication (Standard II) 
What kinds of effective things did your cooperating teacher do that 
enabled you to communicate clearly, understandably, and appropriately in 
the classroom? 
Could you give me examples of situations in which those effective 
behaviors occurred? 
Are there other effective things your cooperating teacher did that 
enabled you to communicate effectively with students and non-student 
publics? 
Can you give me some examples of how those happened? How were they 
demonstrated? 
Repeat until unproductive. 
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3. Curriculum and Instruction (Standard III) 
interests of students? 
her do that 
needs and 
behaviors occurred? 
Could you give me examples of situations in which those eff 
ective 
Are there other effective things your cooperating teacher did that 
enabled you to design instruction that addressed the needs and interests 
of learners in your classroom? 
Can you give me some examples of how those happened? How were they 
demonstrated? 
Repeat until unproductive. 
What kinds of effective things did your cooperating teacher do that 
enabled you to maintain a sense of order and purpose in the classroom? 
Could you give me some examples in which those occurred? 
Are there other effective things your cooperating teacher did that 
enabled you to be an effective classroom manager? 
333 
Can you give me some examples of how those happened? 
4. Evaluation (Standard IV) 
enabl 
assess me eixecciveness ot instruction? 
r do that 
Could you give me examples of situations in which those effective 
behaviors occurred? 
Are there other effective things your cooperating teacher did that 
enabled you to obtain and use information about the effectiveness of 
instruction? 
Can you give me some examples of how those happened? How were they 
demonstrated? 
Repeat until unproductive. 
5. Human Dignity (Standard V) 
What kinds of effective things did your cooperating teacher do that 
enabled you to be equitable, sensitive, and responsive to all learners? 
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Could 
behaviors 
you give me examples of situations in which those 
occurred? effective 
Are there other effective things your cooperating teacher 
enabled you to create and maintain a positive environment? 
did that 
Can you give me some examples of how that happened? 
demonstrated? 
How were they 
Repeat until unproductive. 
Additional: 
Did your cooperating teacher do anything ineffectively that made 
your performance ineffective? 
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APPENDIX U 
MASSACHUSETTS PROGRAM STANDARDS FOR ELEMENTARY TEACHER (1-6) 
Standard I. The effective elementary teacher knows 
Standard II. The effective teacher communicates clearly, understand¬ 
ably, and appropriately. To meet this standard, the candidate will 
demonstrate that he or she: 
1* gives clear and concise explanations and directions 
2. frames questions so as to encourage inquiry 
3. uses appropriate metaphors, examples, and illustrations 
4. makes the goals of teaching and learning clear to students 
5. uses language appropriate to the age, developmental stage, 
special needs, and social, racial, and linguistic background 
of his or her students 
6. serves as an example of clear and effective oral and written 
communication 
7. listens to students 
8. communicates effectively with parents 
Standard III. The effective teacher designs instruction to facilitate 
learning consistent with the needs and interests of the learners and so 
as to maintain a sense of order and purpose in the classroom. To meet 
this standard, the candidate will demonstrate that he or she: 
1. understands the needs and interests of his or her students 
and designs or adapts the curriculum to meet these needs and 
interests 
2. has clear goals for student learning 
3. relates the elements of instruction sequentially to each 
other, to other fields of knowledge, to students' experiences, 
and to long-term goals 
4. understands developmental psychology, and relationships 
between stages of growth 
5. uses materials, media, and techniques appropriate to the 
age, developmental stage, special needs, and social, racial 
and linguistic background of his or her students, both 
individually and as a class 
the subject matter of elementary education: reading 
communication (both oral and written), mathematics, science 
social studies, the arts, health and physical education 
one or more of these fields at a level that approximates 
a college minor 
relationships among these fields 
336 
6. 
7. 
8. 
9. 
10. 
uses materials, media, and techniques suited to the sublect 
matter and to meeting the goals of instruction J 
teaches, as necessary, the basic academic skills (reading 
communication, mathematics) related to the goals of 
instruction 
™are °k re«« In teaching, particularly 
in his or her field(s) of knowledge 
understands techniques of classroom management and how to 
maintain a sense of order in the classroom 
makes effective use of appropriate resources in the 
community 
Standard IV. The effective teacher uses the results of various 
evaluative procedures to assess the effectiveness of instruction. To 
meet this standard, the candidate will demonstrate that he or she: 
1. uses evaluative procedures appropriate to the age, 
developmental stage, special needs, and social, racial, 
and linguistic background of his or her students, and 
corrects for any ethnic, racial, or sexual bias in 
evaluation 
2. interprets the results of evaluative procedures, and uses 
these results to improve instruction both for the class as 
a whole and for individual students 
3. identifies problems in reading which inhibit learning and 
works toward remedying these problems 
4. encourages the involvement of students in evaluation of 
instruction 
5. evaluates his or her own role, behavior, and performance 
in the classroom 
Standard V. The effective teacher is equitable, sensitive, and 
responsive to all learners. To meet this standard, the candidate will 
demonstrate that he or she: 
1. defends and encourages the exercise of students' rights 
to equal treatment and freedom of expression 
2. responds to the needs of individual students so as to 
enhance their self-esteem 
3. works towad a learning environment favorable to open 
inquiry and devoid of ridicule 
4. encourages a positive atmosphere for all students, 
especially those with special needs 
5. avoids and discourages racial, sexual, social, ethnic, 
religious, physical, and other stereotyping 
6. makes allowances for biases and limitations in his or her 
own background which limit his o£ her responsiveness to 
students from other backgrounds. 
1 Regulations For The Certification of Educational Personnel, 603, 
Sec. 7.03, pp.17-19 (1979). 
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appendix V 
REQUEST LETTER TO REVIEW INTERVIEW GUIDES 
September 19, 1985 
, Education and Psychology Chair 
College 
Road 
MA 
Dear 
Enclosed is the interview guide I mentioned during our 
conversation. As you can see there are three versions 
teachers, one for cooperating teachers and one for gra 
The questions on the interview guide relate to two of my research 
questions. They are: 
Question One: What are the behaviors of selected cooperating teachers 
that are perceived to be effective by student teachers, cooperating 
teachers and graduates of teacher preparation programs in preparing 
prospective elementary teachers? 
Question Two: What are the differentiated ways in which selected 
elementary teacher preparation programs work with the cooperating 
teacher during the practicum? 
The specific objectives of the interview are to generate a list of 
behaviors of cooperating teachers that are perceived to be effective in 
preparing elementary teachers, to elicit examples in which those 
effective behaviors are demonstrated and to identify the various ways in 
which a particular college or university works with cooperating teachers 
during the practicum. After your review the interview guide will be 
pretested on three student teachers and three cooperating teachers prior 
to its use in the study. I will conduct interviews with fifteen student 
teachers, fifteen cooperating teachers and fifteen graduates from the 
combined sample of Pine College, Beech State and Mulberry University. 
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September 19, 
Page 2 
1985 
_» Education and Psychology Chair 
It would be helpful to me if you could review the guide at your earliest 
convenience. Your conments and/or concerns will be incorporated in mv 
revision of the guide. I have enclosed a stamped, self-addressed 
envelope to facilitate the return mailing. I thank you for your time 
and effort on my behalf. Your support and encouragement in this process 
are very much appreciated. 
Sincerely, 
Betty Hukowicz, Assistant Professor 
Elms College 
BH/rjh 
Enclosures 
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APPENDIX W 
SAMPLE: FREQUENCY TABLES FOR JUDGES 
TABLE 6 
Group Summaries of Effective Behaviors in Subject Matter 
(percentages) 
Cooperating Student Graduates Total 
Teachers Teachers 
Effective Behaviors 
1. Conferenced with ST 47 60 33 47 
2. Identified and shared 
resources 33 53 53 47 
3. Allowed ST to 
experiment 33 33 53 40 
4. Allowed ST to teach 33 33 33 33 
5. Supported and 
encouraged ST 33 27 33 31 
6. Provided feedback 29 20 27 24 
7. Modeled teaching 
behaviors 29 27 20 24 
8. Offered suggestions 29 20 13 20 
9. Familiarized ST with 
curricular materials 29 20 13 20 
10. Left ST alone in the 
classroom 13 27 20 20 
11. Increased gradually 
instructional 
responsibilities 20 27 7 18 
12. Treated ST as a 
professional 7 27 13 16 
340 
Total Cooperating Student Graduates 
Teachers Teachers 
% % % % 
Effective Behaviors 
13. Assigned immediately 
instructional 
responsibilities 13 13 13 13 
14. Allowed ST to select 
areas/topics to teach 7 27 11 
15. Observed ST teach 7 27 - 11 
16. Critiqued lesson plans 13 20 - 11 
17. Observed 
inconspicuously ST 
teach 7 13 7 9 
18. Directed ST to 
research new topics 7 - 13 7 
19. Incorporated talents/ 
strengths of ST in 
instruction 13 7 7 
20. Decided areas/topics 
ST would teach - 13 - 4 
21. Reuired ST to develop 
unit - - 13 4 
22. Facilitated link, 
between theory and 
practice 7 - - 2 
23. Reuired ST to develop 
tests 7 2 
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TABLE 7 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
Overan Summary of Effective Behaviors la Subject Matter 
By Frequency and Percentage 
(N=45) 
Conferenced with ST. 
Identified and shared resources 
Allowed ST to experiment 
Allowed ST to teach 
Supported and encouraged ST 
Provided feedback 
Modeled teaching behaviors 
Offered suggestions 
Familiarized ST with curricular 
materials 
Left ST alone in the classroom 
Increased gradually instructional 
responsibilities 
Treated ST as a professional 
Assigned immediately instructional 
responsibilities 
Allowed ST to select areas/topics 
to teach 
Observed ST teach 
Critiqued lesson plans 
Observed inconspicuously ST teach 
Directed ST to research new topics 
Incorporated talents/strengths of 
ST in instruction 
Frequency 
21 
21 
18 
15 
14 
11 
11 
9 
9 
9 
8 
7 
6 
5 
5 
5 
4 
3 
3 
Percentage 
47 
47 
40 
33 
31 
24 
24 
20 
20 
20 
18 
16 
13 
11 
11 
11 
9 
7 
7 
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20. Decided areas/topics ST would 
teach 
Frequency Percentage 
2 4 
21. Required ST to develop unit 2 4 
22» Facilitated link between theory 
and practice 1 2 
23. Required ST to develop tests 1 2 
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TABLE 8 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
Cooperating Teacher Summary of Effective Behaviors 
in Subject Matter 
(N=15) 
Conferenced with ST. 
Identified and shared resources 
Allowed ST to experiment 
Allowed ST to teach 
Supported and encouraged ST 
Provided feedback 
Modeled teaching behaviors 
Offered suggestiosn 
Familiarized ST with curricular 
materials 
Left ST alone in the classroom 
Increased gradually instructional 
responsibilities 
Treated ST as a oprofessional 
Assigned immediately Instructional 
responsibilities 
Allowed ST to select areas/topics 
to teach 
Observed ST teach 
Critiques lesson plans 
Observed inconspicuously ST teach 
Directed ST to research new topics 
Frequency 
7 
5 
5 
5 
5 
4 
4 
4 
4 
2 
3 
1 
2 
1 
3 
2 
1 
1 
Percentage 
47 
33 
33 
33 
33 
29 
29 
29 
29 
13 
20 
7 
13 
7 
20 
13 
7 
7 
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Frequency Percentage 
19. Incorporated talents/strengths 
of ST in instruction 2 13 
20. Decided areas/topics ST would teach 
- 
21. Required ST to develop unit 
- 
22. Facilitated link between theory 
and practice 1 7 
23. Required ST to develop tests 1 7 
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TABLE 9 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
Student Teacher Summary of Effective Behaviors 
in Subject Matter By Frequency and Percentage 
(N=15) 
Frequency Percentagi 
Conferenced with ST. 9 60 
Identified and shared resources 8 53 
Allowed ST to experiment 5 33 
Allowed ST to teach 5 33 
Supported and encouraged ST 4 27 
Provided feedback 3 20 
Modeled teaching behaviors 4 27 
Offered suggestions 3 20 
Familiarized ST with curricular 
materials 3 20 
Left ST alone in the classroom 4 27 
Increased gradually instructional 
responsibilities 4 27 
Treated ST as a professional 4 27 
Assigned immediately instructional 
responsibilities 2 > 3 
Allowed ST to select areas/topics 
to teach 4 27 
Observed ST teach 2 13 
Critiqued lesson plans 3 20 
Observed inconspicuously ST teach 2 13 
Directed ST to research new topics - - 
Incorporated talents/strengths of 
ST in instruction 1 7 
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Frequency Percentage 
20. Decided areas/topics ST would 
teach 
21. Required ST to develop unit 
22. Facilitated 
and practice 
link between theory 
23. Required ST to develop tests 
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TABLE 10 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
Graduate Summary of Effective Behaviors 
n Subject Matter By Frequency and Percentage 
(N=15) 6 
Conferenced with ST 
Identified and shared resources 
Allowed ST to experiment 
Allowed ST to teach 
Supported and encouraged ST 
Provided feedback 
Modeled teaching behaviors 
Offered suggestions 
Familiarized ST with curricular 
materials 
Left ST alone in the classroom 
Increased gradually instructional 
responsibilities 
Treated ST as a professional 
Assigned immediately instructional 
responsibilities 
Allowed ST to select areas/topics 
to teach 
Observed ST teach 
Critiqued lesson plans 
Observed inconspicuously ST teach 
Directed ST to research new topics 
Incorporated talents/strengths of 
ST in instruction 
Frequency 
5 
8 
8 
5 
5 
4 
3 
2 
2 
3 
1 
2 
2 
1 
2 
Percentage 
33 
53 
53 
33 
33 
27 
20 
13 
13 
20 
7 
13 
13 
7 
13 
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20. Decided areas/topics ST would 
teach 
Frequency Percentage 
21. Required ST to develop unit 2 13 
22. Facilitated link between theory 
and practice 
23. Required ST to develop tests 
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APPENDIX X 
SUPPORTIVE EVIDENCE FOR EFFECTIVE BEHAVIORS FROM THE LITERATURE 
Part One: General 
Category I: Oriented ST. 
Effective Behaviors 
7. Oriented ST. 
12. Set clear expectations. 
16. Explained why things are done a certain way. 
Supportive Evidence 
"Wragg (1980) found that beginning teachers (in this case, practice and 
first year teachers) have very different information needs than ex¬ 
perienced teachers. For example, the beginning teachers stated that 
they would want to know everything possible about their new students; 
the experienced teachers stated that they wanted to know as little as 
possible about their new students, although they might want to look at 
their records after they had gotten to know them." 
Source: 
Author: 
Title: 
In: 
Edited by: 
Publisher: 
Virginia Koehler 
Research on Preservice Teacher Education 
Beyond The Looking Glass, Papers from A National Symposium 
on Teacher Education Policies, Practices and Research 
Shirley M. Hord, Sharon F. O'Neal, Martha L. Smith 
The Research and Development Center for Teacher Education, 
The University of Texas at Austin, 1985, p. 75. 
Supportive Evidence 
". . . ; however, cooperating teachers were mentioned most frequently 
as having first made student teachers aware of their responsibilities 
to the schoolbuilding, the particular classroom, and their students." 
Source: 
Author: 
Title: 
Publisher: 
Gary Griffin, et al 
Clinical Preservice Teacher Education: Final Report Of A 
Descriptive Study 
Research and Development Center for Teacher Education, The 
University of Texas at Austin, Austin, Texas 78912, Report 
No. 902, February, 1983. Series, Clinical Teacher Education 
- Preservice, p.159. 
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Supportive Evidence 
Although all of the participants in both groups agreed that it 
responsibility of the cooperating teacher to provide information 6 
teachers in the more effective experience provided more useful ’ 
information." A 
Source: 
Author: Susan Barnes and Sara Edwards 
Title: Effective Student Teaching Experience: A Qualitative- 
Quantitative Study 
Publisher: Research and Development Center for Teacher Education, The 
University of Texas at Austin, Austin, Texas 78912, Report 
No. 9060, February, 1984. This publication is one of a 
Series on Clinical Teacher Education-Preservice, p.23. 
Supportive Evidence 
"Third, pupils should share responsibility for preparing for the young 
teacher. In discussing what the student teacher wants to know about the 
laboratory situation, reference was made to the part pupils may take — 
preparing a written statement of room policies, a handbook of school 
practices and policies, or even thumbnail skethces of themselves as 
notes of introduction. Whether the preparation of such written 
statements is a valuable activity for the pupils to engage in depends 
upon your particular situation. For some groups it may be better to 
share such information with the young teacher through meetings with 
committees of pupils or through a combination of written statements and 
a pupil committee which enlarges upon or deals with factors not included 
in the statements. Committees may also show the student around the 
building and the neighboring community, and may assume responsibility 
for meeting the new teacher on his arrival the first day and assisting 
him in taking care of his coat and hat and the like. Whatever approach 
is used, pupils should share in planning how to help the student become 
acquainted with them and their activities, what to do to help him feel 
"at home" when he arrives, and some of the things that can be done when 
the additional help of a second teacher is available." 
Source: 
Author: 
Title: 
Publisher: 
Date: 
Florence B. Strateraeyer and Margaret Lindsey 
Working With Student Teachers 
Teachers College, Columbia University, New York 
1958, p. 147. 
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Supportive Evidence 
"Eight per cent (40 responses) cited the extensive orientation ,d 
introduction to the teaching environment as being most helnfn? a *. 
behavior. reSP°nSeS> 1U“* th* ^ ln ^-tZL^pSpu’ “* 
reSp0nSeS referring to the lack of advice and help about the 
teaching environment were placed in this category. Ten per cent (32 
responses) indicated they were not adequately oriented to either the 
school, or classes to which they were assigned. Students wrote: "I S " ‘ ^°“ ”hat the class had covered nor was I introduced to It," and 
I didn t get much of an introduction to the school and was never 
included in his planning. 
Eight per cent (26 responses) cited the fact that there was no real 
discussion of the supervising teacher's objectives and methods." 
Source: 
Author: 
Title: 
Publisher: 
Date: 
Malcolm A. Lowther 
Most and Least Helpful Activities of Supervising Teachers 
The Clearing House, Vol. Issue No. 
September, 1968, pp. 41,42. 
Supportive Evidence 
"Orientation and information for student teachers. Although 14 of the 
student teachers reported attending some orientation given in the public 
school by the principal or by another administrator, cooperating 
teachers were mentioned most frequently as having first made student 
teachers aware of their responsibilities. Seven student teachers stated 
that their cooperating teachers also provided individual orientation to 
the school building, the particular classroom, and the students. While 
13 student teachers mentioned receiving some written guidelines about 
student teaching, only two thought they were helpful. When compared to 
university supervisors and public school administrators, the cooperating 
teachers were more often considered the main source of information by 
student teachers when determining their roles and responsibilities." 
Source: 
Author: 
Title: 
Publisher: 
Maria Defino, Susan Barnes, and Sharon O'Neal 
The Context of Clinical Preservice Teacher Education: The 
Student Teaching Experience 
Research and Development Center for Teacher Education, The 
University of Texas at Austin, Austin, Texas 78712, Report 
No. 9022, September, 1982, p. 118. 
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Supportive Evidence 
"The supervisory skills that the 
with are: supervising teacher should be familiar 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
Source: 
Author: 
Title: 
Publisher: Michigan Education Journal, Vol. Issue. 
Supportive Evidence 
"Woods, Mauries, and Dick (1973) depicted the cooperating teacher as one 
who (1) oriented the student teacher to the school environment; (2) 
helped the student teacher in his observation; (3) inducted the student 
teacher gradually into instructional and related duties; and (4) helped 
improve the student teacher through careful planning and evaluation. 
Woods et al listed the following factors as necessary for the 
cooperating teacher: 
ESTABLISH a good friendly relationship with the student teacher. 
UNDERSTAND the tension which the student teacher felt in a new 
situation. 
ACKNOWLEDGE the fact that the student teacher was still in college 
methods courses during student teaching experience and did not 
come fully prepared or totally unprepared. 
Introducing the student teacher to the staff, facilities 
building, and classroom procedures. * 
Evaluating the student teacher through observations and 
providing continuous specific and constructive criticism. 
Assisting the student teacher to develop an understanding 
of his strengths and weaknesses. & 
Gradually relinquishing classroom control to enable the 
student teacher to have a realistic student teaching 
experience. 
Working together with the student teacher and sharing and 
respecting ideas and philosophies. 
Assisting the student teacher in effective classroom 
planning and teaching techniques. 
Encouraging creativity by the student teacher. 
Developing an atmosphere whereby the student teacher is 
regarded as an associate and where friendliness and 
understanding prevail. 
Being understanding and sympathetic towards the problems 
of a neophyte teacher." 
Alan F. Quick 
Supervising Teachers Do Need Special Skills 
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DISCOVER in conference the skills 
acquired before deciding upon clas 
the student teacher had 
s teaching responsibilities. 
INTRODUCE the student teacher to the class by referring to him 
as a helper or other teacher (to establish status). 
HELP the student teacher get well-acquainted with the class hv 
getting him to help with individual students. ^ 
INTRODUCE the student teacher to all school personnel. 
ACQUAINT the student teacher with the building, equipment, etc. 
HELP the student teacher understand the community patterns 
problems, etc. * 
PLAN for conferences with the student teacher to discuss 
strengths/weaknesses. 
MAKE AVAILABLE to the student teacher the students' significant 
data. 
SHOW confidence by giving assignments that encourage creativity. 
ENTRUST the class to him more and more as he demonstrates the 
ability to "take over." 
Source: 
Author: Brian Kelly and Noeline Kelly 
Title: Improving the Student Teaching Experience: A Cooperative 
Effort 
Pub.Date: 1983 
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Category II: Inducted ST gradually. 
Effective Behaviors 
11. Allowed ST to observe initially. 
14. Assigned immediately instructional responsibilities. 
15. Increased gradually instructional responsibilities.* 
17. Gave ST responsibility for one group/subject through 
whole experience. 
18. Allowed ST to teach. 
21. Left ST alone in the classroom. 
Supportive Evidence 
"Professionalism was often associated with initiative, dependability, 
and assumption of responsibilities, e.g., "[student teacher] is growing 
more professional, accepting responsibilities readily." 
Source: 
Author: Susan Barnes and Sara Edwards 
Title: Effective Student Teaching Experience: A Qualitative- 
Quantitative Study 
Publisher: Research and Development Center for Teacher Education, The 
University of Texas at Austin, Austin, Texas 78712, Report 
No. 9060, February, 1984. This Publication is One of a 
Series on Clinical Teacher Education-Preservice, p.32. 
Supportive Evidence 
"Criterion VIII: The effective supervising teacher inducted the student 
teacher gradually. 
Specific Behaviors 
1. Began activities where the student teacher was mot confident. 
2. Provided the student teacher with some opportunities to choose 
the extent of responsibility. 
3. Arranged activities from easy to difficult, from simple to 
complex, and from observation to full-time teaching. 
4. Increased responsibility when manifestations of uncertainty 
had disappeared." 
Source: 
Author: 
Title: 
Publisher: 
Lois H. Roth 
Selecting Supervising Teachers 
The Journal of Teacher Education, Vol.12, Issue. December, 
1961, p. 479. 
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Supportive Evidence 
"Rosenshine urges teacher educators to use the materials of these 
studies in both preservice and inservice settings. My caution ic t-h 
he conditions of learning are very different for preservice anj 
^ nfw tS; Clearly> the V™**'*'* person needs an environment 
which to practice and, one would hope, eventually demonstrate the 
behaviors. Further, the preservice student needs the opportunity to 
integrate these behaviors into a system of thought and action regarding 
teaching." To suggest to a relatively school-naive person that s/he § 
monitor, for instance, is insufficient. The ongoing complexities of 
the classroom need to be known and understood prior to the acceptance of 
monitoring as a desirable and necessary teacher behavior. This and 
related issues will be discussed later in this paper." 
Source: 
Author: Gary A. Griffin 
Title: Using Research In Preservice Teacher Education 
Publisher: Research and Development Center for Teacher Education, The 
University of Texas at Austin, Austin, Texas 78712, Report 
No. 9036, February, 1983, p.13. 
Supportive Evidence 
"Observation and feedback by student teachers should thread through the 
entire field-based experience, but should be more intense during the 
first week or two. Two uninterrupted hours of observation per day 
should be a minimum requirement for this period. After student teachers 
become immersed in practice teaching tasks, planned observation and 
feedback can be less frequent, but should remain a regular part of the 
internship on the basis of training needs." 
Source: 
Author: Johnnie Ruth Mills 
Title: A Guide for Teaching Systematic Observation to Student 
Teachers' 
Publisher: Journal of Teacher Education, Vol. XXXI, No.6, November- 
December, 1980, p.6. 
Supportive Evidence 
"Observing persons, things, and events is one of the ways in which the 
youngest child and the most mature adult learn. College students 
preparing to be teachers acquire much of their professional competence 
through observation. A large part of your work as a cooperating teacher 
is guiding students in their observation of the teaching-learning 
process. 
356 
obse"a“°" i» variously interpreted, and perhaps you will be 
helped to avoid some confusion by knowing what definition t 
It is the point of view of the authors that llttle obaerv.rL^^ hCr!' 
pletely passive. Usually an observer is mentally active- he l.'to'some 
degree involved if he is thinking at all about what he U seeing or 
*\lS aiS0 P°sslble thaf an observer is overtly active in the 
situation being observed: a student teacher may be observing a child 
while he is helping him with his problems in arithmetic; a student may 
be observing a particular teaching skill while he is cooperatively 
teaching with you. In general, the term observer is used here to refer 
to the student who is removed from the activity and watching (and 
reacting mentally) to what is going on. Observer-participant is used to 
refer to the student who is overtly participating in a teaching-learning 
situation while at the same time observing what is going on. 
Among the purposes you are helping students to achieve, to which 
observation can make a contribution are: (1) to deepen the meaning of 
ideas, (2) to become oriented to the teaching situation, (3) to discover 
further needs, (4) to develop ability to evaluate teaching-learning 
situations, and (5) to arouse and strengthen positive attitudes toward 
teaching." 
Source: 
Author: 
Title: 
Publisher: 
Date: 
Florence B. Stratemeyer and Margaret Lindsey 
Working With Student Teacher 
Teachers College, Columbia University, New York, pp. 
345-346-347. 
1958 
Supportive Evidence 
". . . I have chosen three teacher behaviors which I view as crucial to 
a student teacher's growth and development toward becoming better. 
Controlling Participation. To control participation in the classroom is 
to make things happen that ire mutually beneficial to the students and 
the teacher. The student teacher needs to gain a sense of awareness of 
what happens and how it happens. An attitude of "I am the boss" should 
be discouraged rather than encouraged on the part of the student teacher 
tf 
Source: 
Author: 
Title: 
Publisher: 
Date: 
James S. Johnson 
The Student Teacher As Self: or, How Am I Doing? 
Kappa Delta Pi Record, Vol. Issue, p. 7. 
February, 1977. 
357 
Supportive Evidence 
firsl^dlv ‘w direct involvement of the student teacher on the very 
first day, implied in the preceding section, some colleges and " 7 
cooperating teachers recommend a period of several davc t-r. 
of Observation by the student before he 
the ongoing activities. There are two major reasons why it is suggested 
here that the student become a participant as soon as he enters upon the 
student teaching situation and that any extended observation be deferred 
until toward the end of the period of student teaching or later. 
Perhaps his feeling is similar to that which you have experienced when 
invited to a gathering, social or professional, where you knew few of 
the persons present. What were your feelings? Were you ever ill at 
ease or unsure about what to do? Did you ever wish you had a definite 
assignment, so you would know just where to go, and had something to 
keep you properly" occupied? If you are to pout at a tea, to escort a 
special guest to the speaker s table, or to be responsible for room 
arrangements and serve as hostess in helping people find a committee 
room, you don't have to worry whether you will know anyone to talk to or 
what is expected of you. You know where to go and what to do, and your 
thoughts go to the job to be done rather than to worry about real or 
potential happenings. The same applies to your student as he enters the 
student teaching situation. He needs a specific responsibility which he 
knows about in advance of his arrival, if at all possible, and which he 
can carry our successfully. Perhaps it is to be at hand if Jane and 
Billy need help in siphoning the aquairium before school, or to record 
the conversation of the children engaged in dramatic play in the play¬ 
house, or to assist the committee setting up the science experiment to 
be used later in their class in general science, or to check needed 
materials in the library. The particular responsibility, like pouring 
tea, may not be difficult in and of itself, but it is a source of great 
security to the newcomer and is a contribution to the ongoing activity." 
So iree: 
Author: 
Title: 
Publisher: 
Date: 
Florence B. Stratemeyer and Margaret Lindsey 
Working With Student Teacher 
Teachers College, Columbia University, New York, pp. 
153-154. 
1958 
Supportive Evidence 
"It can be concluded that student teachers, in general, assumed teaching 
duties by beginning with small group instruction (usually in reading) 
and moved into whole group instruction (again, usually in reading). The 
number of days and weeks that passed until this occurred, however, was 
variable. Although one of the universities in the study had a so-called 
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suSgesting a natural sequence, there was little evidence 
that this guide was influential upon practice. The situation (the 
nature of the classroom in interaction with the estimated ability of the 
student teacher) seemed to be the principal variable affecting this 
ifferential rate of assumption of teaching responsibilities." 
Source: 
Author: 
Title: 
Publisher: 
Gary Griffin, et al. 
Clinical Preservice Teacher Education Final Report Of A 
Descriptive Study 
Research and Development Center for Teacher Education, The 
University of Texas at Austin, Austin, Texas 78712, Report 
No. 902, February, 1983. Series, Clinical Teacher 
Education-Preservice, p.330. 
Supportive Evidence 
"A final note about when student teachers should observe and get 
feedback concerns the ritual "total teach" — i.e., that part of the 
field-based experience for which student teachers are usually given 
almost total responsibility. During "total teach," many supervising 
teachers become strictly observers and seldom, if ever, intervene in the 
classroom affairs of their student teachers. Some deliberately leave 
student teachers alone in the classroom for long periods of time each 
day. Two common assumptions are that their absence reduces tension 
among student teachers and allows them to get a more realistic feeling 
for what it will be like in their own classrooms later. The assumptions 
are probably correct. 
Still, "total teach" is not a time for complete abandonment of student 
teachers. Rather, it is a critical time in the training process; for 
many student teachers, it is a last chance to get intensive guidance 
before passage into the profession and the autonomous state of teacher- 
hood (Lortie, 1975). Indeed, it is a time when supervising teachers can 
pinpoint those problem areas in the instructional behavior of student 
teachers that could only surface under the conditions of "total teach." 
It is a time for providing student teachers corrective modeling for 
their observation and analysis. Since student teachers are in training, 
and training means guided practice, the supervisor should be partner at 
this point in the student teacher's development." 
Source: 
Author: Johnnie Ruth Mills 
Title: A Guide for Teaching Systematic Observation to Student 
Teachers 
Publisher: Journal of Teacher Education, Vol. XXXI, No. 6, November- 
December, 1980, p. 6. 
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Supportive Evidence 
"The final.category includes statements about the amount of actual 
teaching time provided the student teacher. Six ner cpnr On \ 
said chat they taught only for a very sho« utl 
and three per rent (11 responses) indicated that not only was the aciual 
teaching tine limited but that the supervising teacher never left the 
room. For example, I didn't teach nearly enough and when I did she 
present6teacher1"11 * kn°” "h° *** CUSS res',ondinS to. “ or the ever 
Source: 
Malcolm H. Lowther 
Most and Least Helpful Activities of Supervising Teachers 
The Clearing House, Vol. Issue. 
September, 1968, p. 42. 
Supportive Evidence 
"A second activity of the supervisor related to phasing the student 
teacher into the classroom's on-going instructional activity. Neither 
student teachers nor cooperating teachers placed much value on 
observation time, rather, they sought to move the student into full¬ 
time teaching in less than a week. The university supervisor's 
authority in the phasing-in process was accepted, but was nor 
appreciated either by the student or the teacher. 
Author: 
Title: 
Publisher: 
Date: 
Source: 
Author: Nancy L. Zimpher, Garry G. deVoss and Deborah L. Nott 
Title: A Closer Look at University Student Teacher Supervision 
Publisher: Journal of Teacher Education, Vol. XXXI, No.4, p. 13, 
July-August, 1980. 
Supportive Evidence 
"A study by Zimpher, deVoss, and Nott (1980) supported this re¬ 
commendation. They found that cooperating teachers were not interested 
in observing student teachers; they wanted to involve students fully 
within one week of placement. 
Source: 
Author: 
Title: 
Publisher: 
John McIntyre 
Field Experiences in Teaching Education From Student to 
Teacher 
Foundation for Excellence in Teacher Education and the 
ERIC Clearinghouse on Teacher Education, One Dupont Circle, 
Suite 610, Washington, D.C. 20036, Clearinghouse No. 
SP021492, February, 1983. 
360 
Supportive Evidence 
Also, Che numbers of instances In which the research team was able to 
observe student teachers in full command of an entire class were few. 
Cooperating teachers were seldom absent from the classroom and when 
present were most often engaged In Instruction or In monitoring student 
behavior even while the student teacher was nominally in charge of 
instruction. This conclusion is not surprising when one cosniders 
certain professional and societal phenomena. The move toward 
accountability of teachers for outcomes of students on a one-to-one 
basis was mentioned by several cooperating teachers as reasons for 
holding onto the reins in the classroom. The stress currently being 
placed upon acquisition of basic skills was also noted by cooperating 
teachers as reason enough to "grab every minute of instructional time 
you can." As has been noted elsewhere, the belief by cooperating 
teachers that they are ultimately responsible for what happens in the 
classroom (and the outcomes of those happenings) causes many of them to 
be reluctant to give a neophyte teacher complete control of classroom 
events. 
Source: 
Author: 
Title: 
Publisher: 
Gary Griffin, et al. 
Clinical Preservice Teacher Education: Final Report Of 
A Descriptive Study 
Research and Development Center for Teacher Education, The 
University of Texas at Austin, Austin, Texas 78712, Report 
No. 902, February, 1983. Series, Clinical Teacher 
Education-Preservice, p.330. 
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APPENDIX Y 
August 28, 1987 
INTRODUCTORY LETTER TO JUDGES 
Dr. 
_ College 
Street 
MA 
Dear Dr. 
I want to thank you for agreeing to serve as a judge in my study 
involving the identification of effective behaviors of cooperating 
teachers. I know how precious your time is as the summer draws to an 
end. In this packet I've included a variety of materials you will need 
to complete the task. 
First, you will find a listing of effective behaviors that was initially 
extracted from my analysis of transcriptions of interviews with co¬ 
operating teachers, student teachers and graduates. These effective 
behaviors appear in random order. 
Second, you will find "Categories of Effective Behaviors of Elementary 
Cooperating Teachers". Because there was a large number of effective 
behaviors and overlapping of these behaviors between Part One and the 
six sections of Part Two I divided these behaviors into subcategories to 
allow me to generalize about the effective behaviors of cooperating 
teachers. I've used this organizational scheme as a framework for my 
next section. 
The large piece titled "Supportive Evidence for Effective Behaviors From 
The Literature" contains the results of my rather exhaustive review of 
what the literature has to say about the effective behaviors of 
cooperating teachers. As you see I have taken the evidence directly 
from the source. This was done intentionally so as not to slant the 
information I present to you. In some cases you will find evidence from 
the literature that negates what is reported by the sample. It is your 
task to decide whether to accept or reject the behaviors. Also, as you 
go through the behaviors, you will notice that some behaviors contradict 
each other. Your review of the literature presented will assist you in 
formulating a decision. 
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August 28, 1987 
Page 2 
A fourth component of this packet contains the List of Tables. As you 
see there are quite a few of them. Your attention needs to be directed 
principally to the Group Summaries. The additional tables provide you 
with specific information on frequencies to further clarify your 
thoughts. In the Group Summaries you will find each behavior reported 
in the random order of the original effective behaviors, not by category 
as for the Supportive Evidence for Effective Behaviors From The 
Literature. Just pay attention to the Part, Section and the effective 
behaviors number. This will facilitate your indicating your judgment on 
the formal judging sheets. 
On the Judging Sheet please indicate clearly that you accept or reject 
the behavior. Your rationale will be most helpful with all behaviors 
but very much needed for the rejections. 
For your information I've enclosed as an "extra" the original interview 
guide I used in conducting the interviews. I would very much appreciate 
any comments, corrections regarding form and content on all the pieces I 
present to you. 
As an expression of my gratitude I enclose a gift certificate for you 
from our favorite department store. Please accept it as a token of my 
appreciation to you. I deeply appreciate your assistance in this work. 
Sincerely, 
Betty Hukowicz 
BH/rjh 
Enclosures 
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APPENDIX Z 
JUDGING SHEETS 
(SAMPLE) 
General Behaviors (Part One) 
1. Supported and encouraged ST 
Rationale: 
Accept 
2. Modeled behaviors 
Rationale: 
Accept 
3. Conferenced with ST 
Rationale: 
Accept 
4. Provided feedback 
Rationale: 
Accept 
5. Allowed ST to experiment _ Accept 
Rationale: 
Elementary Teacher 
Elementary Principal 
Teacher Educator 
_ Reject 
Reject 
Reject 
Reject 
Reject 
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6. Offered suggestions Accept 
Rationale: 
Reject 
7. Oriented ST 
Rationale: 
Accept _ Reject 
8. Identified and shared resources 
Rationale: 
Accept _ Reject 
9. Treated ST as professional 
Rationale: 
Accept Reject 
10. Made ST comfortable 
Rationale: 
Accept _ Reject 
11. Allowed ST to observe initially __ Accept _ Reject 
Rationale: 
12. Set clear expectations _ Accept _ Reject 
Rationale: 
365 
Accept 
13. Helped ST meet college 
requirements 
Rationale: 
Reject 
14. Assigned immediately 
instructional responsibilities 
Rationale: 
Accept _ Reject 
15. Increased gradually instructional 
responsibilities 
Rationale: 
Accept _ Reject 
16. Explained why things are done a 
certain way 
Rationale: 
Accept Reject 
17. Gave ST responsibility for one group/ 
subject through whole experience _ Accept _ Reject 
Rationale: 
18. Allowed ST to teach _ Accept _ Reject 
Rationale: 
366 
19. Acted as a friend 
Accept 
Rationale: 
Reject 
20. Met with ST prior to student 
teaching experience 
Rationale: 
Accept _ Reject 
21. Left ST alone in the classroom 
Rationale: 
Accept _ Reject 
22. Explained to class what a ST was 
before her arrival 
Rationale: 
Accept _ Reject 
23. Allowed ST to physically set up 
classroom at beginning of year 
Rationale: 
Accept _ Reject 
24. Observed inconspicuously ST teach _ Accept _ Reject 
Rationale: 
367 
25. Observed ST teach 
Rationale: 
Accept Reject 
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APPENDIX a 
INTRODUCTORY LETTER TO CONTACT PERSONS FOR INTERVIEWS 
November 19, 1986 
Dr. _ 
Hall 
, MA 
Dear Dr. 
I am doing research on the effective behaviors of cooperating teachers 
during the elementary practicum and the different ways in which 
colleges/universities work with them. In the past few months I reviewed 
your ICC report as well as those of thirteen other approved elementary 
programs in western Massachusetts with particular attention to 
Relationships with Cooperating Schools and Supervision of a Practicum. 
My purpose was to extract data on cooperating teachers and their 
interactions with the college/university during the practicum. 
As a follow-up to my ICC reviews I contacted eleven of the fourteen 
institutions for written clarification of the data obtained. This past 
Spring I interviewed a number of cooperating teacher/student teacher 
dyads from your institution as well as from two other local 
institutions. Therefore I would like to interview you or your designee 
to discuss some of the most frequent practices reported, to clarify the 
practices at your institution for working with cooperating teachers and 
to report some of the new approaches suggested by affiliated cooperating 
teachers. 
I have enclosed a response form to facilitate my contacting you. I 
would certainly appreciate your assistance and welcome the opportunity 
to meet with you in the near future to discuss the relationship between 
Pine College and elementary cooperating teachers in the schools. 
Sincerely, 
Betty Hukowicz 
Assistant Professor 
BH/rjh 
Enclosure 
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APPENDIX b 
INTRODUCTORY LETTER TO CONTACT PERSONS FOR 
ADDITIONAL INFORMATION 
October 8, 1986 
___, Director 
Elementary Education Program 
Blue Spruce College 
__ Road 
, MA 
Dear Ms. 
I am doing research on the effective behaviors of cooperating teachers 
during the elementary practicum and the different ways in which colleges 
and universities work with them. In the past few weeks, I have reviewed 
your ICC report as well as those of the thirteen other approved 
elementary programs in western Massachusetts with particular attention 
to Relationships with Cooperating Schools and Supervision of a 
Practicum. My purpose was to extract data on cooperating teachers and 
their interactions with the college or university during the practicum. 
I've enclosed a printout of practices with information accompanying 
descriptions taken from your report. In order to assure that the 
information provided is correctly reported for your institution, I am 
requesting that you do two things. First, would you please look over 
the attached practices for accuracy as to how your college/university 
works with the cooperating teacher during the practicum. Second, would 
you please kindly complete the enclosed form regarding present, un¬ 
reported and/or projected practices with cooperating teachers. 
A final request. If at all possible, would you send a copy of your 
Student Teaching Handbook? If you do not have a handbook, would you 
kindly send practicum packets that you do distribute to your co¬ 
operating teachers at the elementary level? ±. have enclosed a stamped, 
self-addressed envelope to facilitate this process. If any expenses are 
incurred or if there is any cost for the handbook, I would be more than 
happy to reimburse you. 
370 
October 8, 1986 
Ms. 
Page 2 
Director 
I want to thank you for taking time 
it can be given some consideration, 
appreciated. 
Sincerely, 
to read this request and hope that 
Your cooperation is very much 
Betty Hukowicz 
Assistant Professor 
BH/rjh 
Enclosures 
l 
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APPENDIX c 
FORM FOR ADDITIONAL DOCUMENTATION 
Institution Blue Spruce College Date of ICC Visit January 24-26f 1981 
I. Are there other formal ways not reported in your ICC report in 
which your institution works with the cooperating teacher durUg 
the elementary practicum? uring 
Please explain. 
II. Are there other informal ways not reported in your ICC report in 
which your institution works with the cooperating teacher during 
the elementary practicum? 
Please explain. 
III. The following questions specifically address points in your 
report that need further clarification. 
On page 16, you mention the Practicum Appreciation Supper for 
cooperating teachers. Could you say a little more about this? 
372 
APPENDIX d 
One placement 
INSTITUTIONAL PRINTOUT OF PRACTICES 
J "The Practicum is a student 
ICC teaching experience in an 
elementary school full-time for 
at least twelve weeks and in¬ 
cluding 300 clock hours at the 
practicum site." 
Weekly observation I/J "The Coordinator of Practicum and 
visits by college supervisor ICC Pre-Practicum Experiences makes 
weekly visits, interviews co¬ 
operating practitioners, evaluate 
student performance and (in 
consultation with the department 
Chairman) assigns course grades 
for all students taking the 
Practicum. She conducts the 
weekly Practicum Seminar and 
arranges for other personnel to 
visit the Practicum students." 
One on-site visit by 
department Chair to each 
student teacher 
Annual Appreciation Dinner 
1/J "The Chairman of the Elementary 
ICC Education department makes 
initial contacts, approves 
assignments, and makes at least 
one on-site visit, for each 
practicum student." 
1/J "The annual appreciation supper 
ICC for practicum cooperating 
teachers provides further 
opportunity for considering what 
modifications and improvements 
should be considered." 
(p.4) 
"Cooperating teachers who super¬ 
vise practicums are invited to 
attend the Practicum Appreciation 
Supper where valuable inter¬ 
change occurs with college 
personnel." 
373 
Verbal Input into program I/j 
planning and development Tcc 
Supervision of two practicum 
students and the Practicum 
Seminar = one semester hour 
The primary source of feedback 
for program evaluation and de¬ 
velopment comes from the 
cooperating teachers. Their 
conversational reports and 
w^^tten evaluation of student 
performance are of course, 
evaluation of what we are doing 
in our program and how well we 
are doing it." 
J "Supervision of two practicum 
ICC students (and Practicum Seminar) 
= 1 semester hour." 
Practicum Handbook 
Three-way conference 
*/J "We believe the Handbook to be a 
ICC most valuable document and make 
it available to all students in 
the program and to cooperating 
school personnel." 
1/J "Practicum students are jointly 
ICC evaluated by these supervisors 
at 3,6,9 weeks and the end of 
the Practicum. 
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APPENDIX e 
CONTACT PERSONS CORRESPONDENCE CHECKLIST 
11/10/86 
Sent Returned Thank-you 
Forsythia University (B) No Response * — 
Magnolia State College (C) X X 
Maple State College (D) X X 
Dogwood State College (F) No Response * — 
Juniper College 9H) No Response * — 
Cedar College (I) X X 
Boxwood College (N) X X 
Barberry College (G) X X 
Blue Spruce College (J) X X 
Hemlock College (L) X X 
Laurel College (M) X X 
N = 11; Response rate of 73% 
Hand carried (for personal interviews with contact persons/designees) 
Mulberry University (A) 
Beech State College (E) 
Pine College (K) 
N = 3; Response rate of 100%** 
* All non-respondents are located in same city. 
** If additional documentation obtained through written correspondence 
elicited from the college/university and face—to—face interviews with 
contact persons/designees at selected institutions are combined, the 
response rate is 79%. 
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APPENDIX f 
ACKNOWLEDGEMENT LETTER TO CONTACT PERSONS 
(SAMPLE) 
November 17, 1986 
Dr. _ 
Coordinator of Field Experiences 
 College 
_MA _ 
Dear _: 
I want to express my gratitude to you for your quick response to ray 
request. I found the materials you sent to be exceedingly helpful in 
clarifying my questions about the relationship between Boxwood College 
and the cooperating teachers affiliated with you. I thank you for 
taking the time to respond to my questions. 
I was impressed with the thought and concern that went into your ICC 
report. Hopefully, the days ahead will be more restful with your visit 
behind you. 
In addition to looking at the differentiated ways in which colleges/ 
universities work with the elementary cooperating teacher, I've also 
interviewed forty-five student teachers, cooperating teachers and 
graduates from three institutions in western Massachusetts to identify 
effective behaviors of cooperating teachers. My hope is to have all the 
data analyzed by the Spring. At that time, I will share with you the 
results of my work. 
Thank you again for your assistance. May you fully enjoy the holidays 
ahead. 
Sincerely, 
Betty Hukowicz 
BH/slb 
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APPENDIX g 
REVIEW GUIDE FOR INSTITUTIONAL REPORTS 
Review Date 
Code 
Institution Date of I.C.C. Visit 
Type of Institution Public/Private 
University 
Public 
College 
Private 
College 
Program (Elementary, 1-6 
I* Institutional Standard 7.03 (c) Evaluation and Development 
Kind of Interaction: (e.g. Are cooperating teachers evaluated? By 
whom? Do cooperating teachers participate in program development 
at the college/university? How?) 
Degree of Interaction: (e.g. How often are cooperating teachers 
evaluated? Do they have input into the evaluation process for 
themselves as well as the evaluation of college/university 
supervisors and student teachers? To what extent do they become 
involved in program planning?) 
II. Institutional Standard 7.03 9d) Faculty Qualifications and 
Responsibilities 
What is the equivalency for supervising student teachers? 
Who supervises student teachers? 
III. Institutional Standard 7.03 (h) Relationship with Cooperating 
Schools 
What is the relationship between the college/university and the 
cooperating teacher? 
Do cooperating teachers serve on the Advisory Board? Yes 
377 
Are there formal receptions/contacts prior to student teaching? 
Are there informal contacts with cooperating teachers prior to 
student teaching? (e.g. telephone calls from supervisor at College/ 
University, coffee hours, teas). 
How does College/University work formally with coopeating teacher 
during practicum? 
How does college/university work informally with cooperating 
teacher during practicum? 
IV. General Provision 7.02 (12) Supervision of a Practicum 
How does the college/university supervisor work formally with the 
cooperating teacher during the practicum? 
How often is student teacher supervised? 
Is there one placement? (two?) Describe. 
378 
Are there formal activities at the college/university that involve 
the cooperating teacher during the student teaching experience? 
(e.g. seminars, workshops, presentations). 
How does the college/university supervisor work informally with 
the cooperating teacher during the practicum? 
V. Additional Information. 
379 
APPENDIX h 
INTERVIEW GUIDE FOR CONTACT PERSONS 
Part One 
Contact Person (Question II) 
1. There are many ways that colleges/universities work with 
cooperating teachers during the practicum. Can you tell me some 
of the ways your institution works with them? 
2. You've mentioned _ as one formal way in which you 
work with them. Are there other formal ways in which you interact 
with them? 
As a whole group? 
By building? 
380 
3. You've mentioned __  as an informal way in 
which you work with cooperating teachers. Are there other informal 
ways in which you interact with your cooperating teachers? 
Part Two 
Contact Person (Question III) 
1. Are you satisfied with the ways in which you do work with 
cooperating teachers? 
2. Is the way you work with cooperating teachers effective? 
3. Have you contemplated any changes? 
4. In which direction would you move? 
5. Can you suggest ways of working with cooperating teachers 
that would improve the practicum? 
6. Do you have any suggestions? 
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APPENDIX i 
PRACTICE SUMMARY SHEET 
PRACTICE 10 
SAMPLE 
ICC ADDITIONAL COOPERATING 
REPORT DOCUMENTATION TEACHERS 
Mulberry University (A) 
Forsythia University (B) 
Magnolia College (C) 
Maple State College (D) 
Beech State College (E) 
Dogwood State College (F) 
Barberry College (G) 
Juniper College (H) 
Cedar College (I) 
Blue Spruce College (J) 
Pine College (K) 
Hemlock College (L) 
Laurel College (M) 
Boxwood College (N) 
CONTACT 
PERSONS 
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APPENDIX k 
CATEGORIES OF EFFECTIVE BEHAVIORS OF ELEMENTARY COOFERATING TEACHERS 
Part One: General 
I. Oriented ST 
7. Oriented ST. 
12. Set clear expectations. 
16. Explained why things are done a certain way. 
II. Inducted ST gradually 
11. Allowed ST to observe initially. 
14. Assigned immediately instructional responsibilities. 
. Increased gradually instructional responsibilities. 
17. Gave ST responsibility for one group/subject through whole 
experience. 
18. Allowed ST to teach. 
21. Left ST alone in the classroom. 
HI. Treated ST as a Teacher 
5. Allowed ST to experiment. 
9. Treated ST as professional. 
22. Explained to class what a ST was before her arrival. 
IV. Modeled behaviors 
2. Modeled behaviors. 
V. Assisted ST in planning 
6. Offered suggestions. 
8. Identified and shared resources. 
20. Met with ST prior to student teaching. 
23. Allowed ST to physically st up classroom at beginning of 
year. 
VI. Observed and/or provided feedback to ST 
4. Provided feedback. 
24. Observed inconspicuously ST teach. 
25. Observed ST teach. 
VII. Conferenced with ST 
3. Conferenced with ST. 
397 
VII• Conferenced with ST 
3. Conferenced with ST. 
VIII. Provided personal support 
1. Supported and encouraged ST. 
10. Made ST comfortable. 
13. Helped ST meet college requirements. 
19. Acted as a friend. 
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Part Two: Section I, Subject Matter 
I. Oriented ST 
9. Familiarized ST with curriculum materials. 
II* Inducted ST gradually 
4. 
10. 
11. 
13. 
14. 
Allowed ST to teach. 
Left ST alone in the classroom. 
Increased gradually instructional 
Assigned immediately instructional 
Allowed ST to select areas/topics 
responsibilities 
responsibilitie 
to teach. 
s. 
HI* Treated ST as a Teacher 
3. Allowed ST to experiment. 
12. Treated ST as a professional. 
IV. Modeled teaching behaviors 
7. Modeled teaching behaviors. 
V. Assisted ST in planning 
2. Identified and shared resources. 
8. Offered suggestions. 
16. Critiqued lesson plans. 
18. Directed ST to research new topics. 
20. Decided areas/topics ST would teach. 
21. Required ST to develop unit. 
23. Required ST to develop tests. 
VI. Observed and/or provided feedback to ST 
6. Provided feedback. 
15. Observed ST teach. 
17. Observed inconspicuously ST teach. 
VII. Conferenced with ST 
1. Conferenced with ST. 
22. Facilitated link between theory and practice. 
VIII. Provided personal support 
5. Supported and encouraged ST. 
19. Incorporated talents/strengths of ST in instruction. 
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Part Two: Section II, Communication 
I. Oriented ST 
6. Oriented ST to school personnel. 
12. Provided background information on students. 
H. Treated ST as a Teacher 
14. Treated ST as teacher. 
m- Modeled communication with school and non-school p„hn„„ 
1. Modeled effective communication with students. 
3. Modeled effective communication with parents during 
parent/teacher conferences. 
7. Modeled effective communication with parents on an everyday 
DclS XS • 
8. Modeled effective communication with parents at open houses. 
15. Modeled effective communication with faculty, staff 
administration. 
19. Modeled effective communication as "766" team member. 
IV. Assisted ST in planning 
5. Offered suggestions regarding appropriate verbal/non-verbal 
communication. 
13. Acted as a resource. 
V. Observed and/or provided feedback to ST 
2. Provided feedback. 
18. Observed inconspicuously ST teach. 
VI. Interrupted appropriately 
16. Did not interrupt ST while teaching. 
VII. Conferenced with ST 
11. Conferenced with ST. 
VIII. Involved ST with school and non-school publics 
4. Included ST in social situations. 
9. Provided ST with opportunities to communicate. 
17. Included ST in inservice meetings. 
IX. Provided personal support 
10. Supported and encouraged ST. 
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Part Two: Section Ilia, Curriculum 
I* Oriented ST 
Provided background information on pupils. 
Oriented ST to curricular materials. 
Allowed ST to observe children. 
Assigned case study on a child. 
II* Inducted ST gradually 
17. Left the room. 
HI• Modeled teaching techniques 
2. Provided for individual differences. 
3. Modeled variety of instructional approaches. 
13. Integrated subject matter. 
IV• Assisted ST in planning 
1 • Acted as a resource. 
4. Offered suggestions. 
5. Allowed ST to design lessons. 
7. Guided development of unit. 
9. Reviewed lesson plans prior to presentation. 
10. Reviewed how to write a lesson plan. 
14. Encouraged self-evaluation of lessons. 
16. Gave ST his/her own plan book. 
19. Increased gradually number of lessons to design. 
V. Observed and/or provided feedback to ST 
11. Provided feedback. 
18. Observed inconspicuously ST teach. 
IV. Conferenced with ST 
6. Conferenced with ST. 
VII. Involved ST in professional development activities 
21. Included ST in professional conference. 
8. 
12. 
15. 
20. 
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Part Two: Section III b, Management 
I. Oriented ST 
20. 
25. 
26. 
34. 
Provided background information on students. 
Allowed ST to observe other CT's in buildtncs 
Prepared individual folders for ST. 8 
paperwork^61* ^ WUh qUa"Clty and l^llty of "extra" 
II. Inducted ST gradually 
10. Left ST alone in the classroom. 
11. Assigned ST routine duties. 
22. Stayed in classroom. 
23. Stayed in back of classroom. 
24. Gradually assigned instructional responsibilities. 
28. Involved ST immediately in instruction. 
29. Assigned ST full instructional responsibility for designated 
period. ° 
35. Assigned ST responsibility for one group. 
III. Treated ST as teacher 
4. Treated ST as professional. 
8. Allowed ST to develop her own style of management. 
21. Assigned ST a teacher desk. 
IV. Modeled management behaviors for the class as a whole and for 
individual students 
1. Modeled specific management techniques. 
6. Modeled overall classroom management. 
7. Modeled physical management of classroom. 
12. Modeled time management. 
13. Modeled establishment of class rules. 
14. Modeled classroom planning. 
15. Did not raise voice. 
16. Modeled different behavioral techniques for different 
children. 
17. Modeled use of the planbook. 
19. Did not sit at his/her own desk. 
31. Modeled manaagement of class play. 
32. Designed purposeful activities. 
33. Demonstrated ineffective behaviors with children for 
reflection by ST. 
V. Observed and/or provided feedback to ST 
3. Offered suggestions. 
5. Provided feedback. 
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VI. Conferenced with ST 
2. Conferenced with ST. 
VII* Provided personal support 
9. Provided advice. 
18. Acted as a resource. 
VIII. Other 
27. Required self-evaluation on lesson plans. 
30. Enjoyed the children. 
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Part Two: Section IV, Evaluation 
!• Oriented ST 
26. 
27. 
Introduced ST to cumulative 
introduced ST to students. 
Provided access to classroom 
records one month afte 
records. 
r 
1. 
2. 
5. 
7. 
10. 
12. 
13. 
14. 
16. 
17. 
19. 
21. 
23. 
24. 
25. 
29. 
Used a variety of evaluative procedures. 
Demonstrated use of book tests. 
Demonstrated how to administer weekly spelling tests. 
used evaluative procedures appropriate to instructional level 
or special needs of students. 
Acted as a resource for evaluative procedures. 
Assisted ST in developing/interpreting homemade tests. 
Involved ST in evaluation of instruction. 
Demonstrated and explained how to administer standardized 
tests. 
Discussed with resource personnel progress of individual 
students. 
Modeled observation techniques as an evaluative procedure. 
Demonstrated and/or explained how to administer informal 
reading inventories. 
Demonstrated how to use anecdotal records. 
Modeled review techniques. 
Showed ST how to use a workbook. 
Involved ST in preparation for a 766 evaluation. 
Allowed ST to administer CT-made tests. 
Modeled for, and involved ST in interpreting, recording and 
reporting evaluative results 
6. Demonstrated how to do record keeping. 
8. Directed ST to correct and interpret results of evaluative 
procedures to improve instruction. 
9. Demonstrated how to place/group students. 
11. Utilized positive techniques in grading/correcting. 
20. Involved ST in report card preparation. 
IV. Observed and/or provided feedback to ST 
3. Provided feedback to ST. 
22. Offered suggestions. 
V. Involved ST in self-evaluation 
4. Encouraged self-evaluation by ST. 
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VI. Conferenced with ST 
15. Conferenced with ST regarding his/her performance. 
VII. Provided personal support 
18. Encouraged ST. 
VIII. Other 
28. Made purpose of instructional activities clear to students. 
405 
Part Two: Section V, Human Dignity 
I. Oriented ST 
3. Told ST about individual and/or group backgrounds of 
students. 
28. Avoided reviewing cumulative records until end of experience 
II. Inducted ST gradually 
11. Involved ST with students on an individual basis. 
16. Assigned ST 1:1 conflicts to resolve. 
20. Let ST gradually assume responsibilities. 
21. Assigned ST special subjects to teach, e.g. art, music. 
25. Left ST alone. 
III. Treated ST as a teacher 
15. Treated ST as an equal. 
17. Allowed ST to develop own style. 
IV. Modeled equity, sensitivity and responsiveness to the class as a 
whole 
5. Demonstrated being equitable, sensitive and responsive to 
students by his/her overall example. 
6. Treated all students equally. 
8. Interacted informally with students during school day. 
18. Listed to students. 
19. Avoided sexual, racial, ethnic stereotyping. 
26. Used appropriate body language and voice control with 
students. 
31. Grouped students according to student likes, dislikes. 
V. Responded to the needs of individual students to enhance 
self-esteem 
1. Responded to the individual needs of children. 
7. Utilized positive reinforcement techniques with students. 
10. Demonstrated how to be sensitive to individual needs. 
13. Demonstrated respect for individual differences. 
14. Used grading techniques that were sensitive to individual 
students. 
24. Wrote notes to parents regarding positive things students 
did. 
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VI . Created an attractive and enjoyable learning environment for 
students 
2. Encouraged a positive atmosphere for all children. 
12. Designed and maintained attractive bulletin boards. 
30. Maintained an attractive physical arrangement in the 
classroom. 
27. Enjoyed teaching. 
32. Used a variety of instructional approaches. 
VII. Provided feedback to ST 
4. Provided feedback. 
29. Told ST to tell students the effects of their behavior upon 
the ST. 
33. Provided feedback privately. 
VIII. Provided personal support 
9. Encouraged ST. 
22. Made himself available to students at all times. 
IX. Other 
23. Attended out of school activities involving students. 
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APPENDIX 1 
JUDGING SUMMARY SHEETS 
Code: A = Accept 
R ■ Reject 
Elementary Elementary Teacher Accept 
General Behaviors (Part One) 
Teacher Principal Educator Reject 
1. A A A A 
2. R A A A 
3. A A A A 
4. A A A A 
5. A A A A 
6. A A A A 
7. A A A A 
8. A A A A 
9. A A A A 
10. A A A A 
11. R R A R* 
12. A A A A 
13. A A A A 
14. A A A A 
15. A A A A 
16. A A A A 
17. 
18. 
19. 
A A A A 
A A A A 
R A A A 
* Rejected Behavior 
408 
Code: A * Accept 
R " Reject 
Elementary 
Teacher 
Elementary 
Principal 
Teacher 
Educator 
Accept 
Reject 
20. A A A A 
21. R A A A 
22. R A A A 
23. A A A A 
24. A A A A 
25. A A A A 
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Code: A - Accept 
R * Reject 
Specific Behaviors 
Section I 
Elementary 
Teacher 
(Part Two, 
Elementary 
Principal 
Teacher 
Educator 
Accept 
Reject 
1. A A A A 
2. A A A A 
3. A A A A 
4. A A A A 
5. A A A A 
6. A A A A 
7. A A A A 
8. A A A A 
9. A A A A 
10. A A A A 
11. A A A A 
12. A A A A 
13. A A A A 
14. A A A A 
15. A A A A 
16. A A A A 
17. A A A A 
18. R A A A 
19. A A A A 
20. R A A A 
21. A R A A 
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Code: A ■ Accept 
R * Reject 
Elementary Elementary Teacher Accept 
Teacher Principal Educator Reject 
22. A A A A 
23. A A A A 
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Code: A ■ Accept 
Communication (Part Two, 
Section II) 
R ■ Reject 
Elementary Elementary Teacher Accept 
Teacher Principal Educator Reject 
1. A A A A 
2. A A A A 
3. A A A A 
4. A A A A 
5. A A A A 
6. A A A A 
7. A A A A 
8. A A A A 
9. A A A A 
10. A A A A 
11. A A A A 
12. A A A A 
13. A A A A 
14. A A A A 
15. R A A A 
16. A A A A 
17. A A A A 
18. 
A A A A 
19. 
A A A _ A __ 
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Code: A » Accept 
R ■ Reject 
Curriculum (Part Two, 
Section Ilia) 
Elementary 
Teacher 
Elementary 
Principal 
Teacher 
Educator 
Accept 
Reject 
1. A A A A 
2. A A A A 
3. A A A A 
4. A A A A 
5. A A A A 
6. A A A A 
7. R A A A 
8. A A A A 
9. R A A A 
10. R A A A 
11. A A A A 
12. A A A A 
13. A A A A 
14. A A A A 
15. A A A A 
16. A A A A 
17. A A A A 
18. 
19. 
20. 
21. 
A A A A 
A A A A 
R R R R * 
A A A A 
* Rejected Behavior 
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Code: A - Accept 
R ■ Reject 
Management (Part Two, 
Section Illb) 
Elementary 
Teacher 
Elementary 
Principal 
Teacher 
Educator 
Accept 
Reject 
1. A A A A 
2. A A A A 
3. A A A A 
4. A A A A 
5. A A A A 
6. A A A A 
7. R A A A 
8. A A A A 
9. R A A A 
10. A A A A 
11. R A A A 
12. A A A A 
13. R A A A 
14. R A A A 
15. R A A A 
16. 
17. 
18. 
19. 
20. 
21. 
A A A A 
R A A A 
A A A A 
A A A A 
A A A A 
A A A A 
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Code: A ■ Accept 
R ■ Reject 
22. 
Elementary 
Teacher 
R 
Elementary 
Principal 
R 
Teacher 
Educator 
A 
Accept 
Reject 
R * 
23. R A R R * 
24. R A A A 
25. R A A A 
26. R R R R * 
27. A A A A 
28. A A A A 
29. R A A A 
30. A A A A 
31. R A A A 
32. A A A A 
33. R R R R * 
34. A A R A 
35. R A A A 
* Rejected Behavior 
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Code: A ■ Accept 
R ■ Reject 
Evaluation (Part Two, 
Section IV) 
Elementary 
Teacher 
Elementary 
Principal 
Teacher 
Educator 
Accept 
Reject 
1. A A A A 
2. A A A A 
3. A A A A 
4. A A A A 
5. A A A A 
6. A A A A 
7. A A A A 
8. R A A A 
9. A A A A 
10. A A A A 
11. A A A A 
12. A A A A 
13. A A A A 
14. A A A A 
15. A A A A 
16. A A A A 
17. A A A A 
18. A A A A 
19. 
20. 
21. 
A A A A 
A A A A 
A A A A 
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Code: A ■ Accept 
Elementary Elementary 
R =■ 
Teacher 
Reject 
Accept 
Teacher Principal Educator Reject 
22. A A A A 
23. A A A A 
24. A A A A 
25. A A A A 
26. R R A R * 
27. A A A A 
28. A A A A 
29. A R A A 
* Rejected Behavior 
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Human Dignity (Part Two, 
Section V) 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
Code: A ■ Accept 
R - Reject 
Elementary Elementary Teacher Accept 
Teacher Principal Educator Reject 
A A A A 
A A A A 
A A A A 
A_ A A A 
A A A A 
A A A A 
A A A A 
A A A A 
A A A A 
A A A A 
A A A A 
A R A A 
A A A A 
A A A A 
A A A A 
R A A A 
A A A A 
A A 
A A 
* Rejected Behavior 
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Code: A - Accept 
R ■ Reject 
•
 
o
 
CM
 
Elementary 
Teacher 
R 
Elementary 
Principal 
A 
Teacher 
Educator 
A 
Accept 
Reject 
A 
21. R A R R * 
22. R A A A 
23. A A A A 
24. A A A A 
25. A A R A 
26. A A A A 
•
 
CM
 
A A R A 
28. R R R R * 
29. A R A A 
30. A A R A 
31. A A A A 
32. A A A A 
33. A A A A 
* Rejected Behavior 
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APPENDIX m 
EFFECTIVE BEHAVIORS OF COOPERATING TEACHERS 
(FINAL LISTING) 
General Behaviors (Part One) 
1. Supported and encouraged ST. 
2. Modeled behaviors. 
3. Conferenced with ST. 
4. Provided feedback. 
5. Allowed ST to experiment. 
6. Offered suggestions. 
7. Oriented ST. 
8. Identified and shared resources. 
9. Treated ST as professional. 
10. Made ST comfortable. 
11. Set clear expectations. 
12. Helped ST meet college requirements. 
13. Assigned immediately instructional responsibilities. 
14. Increased gradually instructional responsibilities. 
15. Explained why things are done a certain way. 
16. Gave ST responsibility for one group/subject through whole experience. 
17. Allowed ST to teach. 
18. Acted as a friend. 
19. Met with ST prior to student teaching experience. 
20. Left ST alone in the classroom. 
21. Explained to class what a ST was before her arrival. 
22. Allowed ST to physically set up classroom at beginning of year. 
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23. Observed inconspicuously ST teach. 
24. Observed ST teach. 
421 
Specific Behaviors (Part Two, Section I) 
Subject Matter 
1. Conferenced with ST. 
2. Identified and shared resources. 
3. Allowed ST to experiment. 
4. Allowed ST to teach. 
5. Supported and encouraged ST. 
6. Provided feedback. 
7. Modeled teaching behaviors. 
8. Offered suggestions. 
9. Familiarized ST with curricular materials. 
10. Left St alone in the classroom. 
11. Increased gradually instructional responsibilities. 
12. Treated ST as a professional. 
13. Assigned immediately instructional responsibilities. 
14. Allowed ST to select areas/topics to teach. 
15. Observed ST teach. 
16. Critiqued lesson plans. 
17. Observed inconspicuously ST teach. 
18. Directed ST to research new topics. 
19. Incorporated talents/strengths of St in instruction. 
20. Decided areas/topics ST would teach. 
21. Required ST to develop unit. 
22. Facilitated link between theory and practice. 
23. Required ST to develop tests. 
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Communication (Part Two, Section II) 
1. Modeled effective communication with students. 
2. Provided feedback. 
3. Modeled effective communication with parents during parent/teacher 
conferences. 
4. Included ST in social situations. 
5. Offered suggestions. 
6. Oriented St to school personnel. 
7. Modeled effective communication with parents on an everyday basis. 
8. Modeled effective communication with parents at open houses. 
9. Provided ST with opportunities to communicate. 
10. Supported and encouraged St. 
11. Conferenced with ST. 
12. Provided background information on student. 
13. Acted as a resource. 
14. Treated ST as teacher. 
15. Modeled effective communication with faculty, staff, administration. 
16. Did not interrupt ST while teaching. 
17. Included ST in inservice meetings. 
18. Observed inconspicuously ST teach. 
19. Modeled effective communication as "766" team member. 
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Curriculum (Part Two, Section Ilia) 
1. Acted as a resource. 
2. Provided for individual differences. 
3. Modeled variety of instructional approaches. 
4. Offered suggestions. 
5. Allowed ST to design lessons. 
6. Conferenced with ST. 
7. Guided development of unit. 
8. Provided background information on pupils. 
9. Reviewed lesson plans prior to presentation. 
10. Reviewed how to write a lesson plan. 
11. Provided feedback. 
12. Oriented St to curricular materials. 
13. Integrated subject matter. 
14. Encouraged self-evaluation of lessons. 
15. Allowed ST to observe children. 
16. Gave ST his/her own planbook. 
17. Left the room. 
18. Observed inconspicuously ST teach. 
19. Increased gradually number of lessons to design. 
20. Included ST in professional conference. 
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Management (Part Two, Section Illb) 
1. Modeled specific management techniques. 
2. Conferenced with ST. 
3. Offered suggestions. 
4. Treated ST as professional. 
5. Provided feedback. 
6. Modeled overall classroom management. 
7. Modeled physical management of classroom. 
8. Allowed ST to develop her own style of management. 
9. Provided advice. 
10. Left ST alone in the classroom. 
11. Assigned ST routine duties. 
12. Modeled time management. 
13. Modeled establishment of class rules. 
14. Modeled classroom planning. 
15. Did not raise voice. 
16. Modeled different behavioral techniques for different children. 
17. Modeled use of the planbook. 
18. Acted as a resource. 
19. Did not sit at his/her desk. 
20. Provided background information on students. 
21. Assigned ST a teacher desk. 
22. Gradually assigned instructional responsibilities. 
425 
Management (Part Two, Section Illb) 
23. Allowed ST to observe other CT's in building. 
24. Required self-evaluation on lesson plans. 
25. Involved ST immediately in instruction. 
26. Assigned ST full instructional responsibility for designated period. 
27. Enjoyed the children. 
28. Modeled management of class play. 
29. Designed purposeful activities. 
30. Familiarized ST with quantity and quality of "extra" paperwork. 
31. Assigned ST responsibility for one group. 
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Evaluation (Part Two, Section IV) 
!• Used a variety of evaluative procedures. 
2. Demonstrated use of book tests. 
3. Provided feedback to ST. 
4. Encouraged self-evaluation by ST. 
5. Demonstrated how to administer weekly spelling tests. 
6. Demonstrated how to do record keeping. 
7. Used evaluative procedures appropriate to instructional level or special 
needs of students. 
8. Directed ST to correct and interpret results of evaluative procedures 
to improve instruction. 
9. Demonstrated how to place/group students. 
10. Acted as a resource for evaluative procedures. 
11. Utilized positive techniques in grading/correcting. 
12. Assisted ST in developing/interpreting home-made tests. 
13. Involved ST in evaluation of instruction. 
14. Demonstrated and explained how to administer standardized tests. 
15. Conferenced with ST regarding his/her peroformance. 
16. Discussed with resource personnel progress of individual students. 
17. Modeled observation techniques as an evaluative procedure. 
18. Encouraged ST. 
19. Demonstrated and/or explained how to administer informal reading 
inventories. 
20. Involved ST in report card preparation. 
21. Demonstrated how to use anecdotal records. 
22. Offered suggestions. 
23. Modeled review techniques. 
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Evaluation (Part Two, Section IV) 
24» Showed ST how to use a workbook.. 
25. Involved ST in preparation for a 766 evaluation. 
26. Provided access to classroom records. 
27. Made purpose of instructional activities clear to students. 
28. Allowed ST to administer CT made tests. 
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Human Dignity (Part Two, Section V) 
!• Responded to the individual needs of children. 
2. Encouraged a positive atmosphere for all children. 
3. Told ST about individual and/or group backgrounds of students. 
4. Provided feedback. 
5. Demonstrated being equitable, sensitive and responsive to students by 
his/her overall example. 
6. Treated all students equally. 
7. Utilized positive reinforcement techniques with students. 
8. Interacted informally with students during school day. 
9. Encouraged ST. 
10. Demonstrated how to be sensitive to individual needs. 
11. Involved ST with students on an individual basis. 
12. Designed and maintained attractive bulletin boards. 
13. Demonstrated respect for individual differences. 
14. Used grading techniques that were sensitive to individual students. 
15. Treated ST as an equal. 
16. Assigned ST 1:1 conflicts to resolve. 
17. Allowed ST to develop own style. 
18. Listed to students. 
19. Avoided sexual, racial, ethnic stereotyping. 
20. Let ST gradually assume responsibilities. 
21. Made himself available to students at all times. 
22. Attended out of school activities involving students. 
23. Wrote notes to parents regarding positive things students did. 
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Human Dignity (Part Two, Section V) 
24. Left ST alone. 
25. Used appropriate body language and voice control with students. 
26. Enjoyed teaching. 
27. Told ST to tell students the effects of their behavior upon the ST. 
28. Maintained an attractive physical arrangement in the classroom. 
29. Grouped students according to student likes, dislikes. 
30. Used a variety of instructional approaches. 
31. Provided feedback privately to the ST. 
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